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From the Association 


EARBOOKS of the Association for Supervision and Curriculum 

Development deal with issues of special concern to educators. 
They are timely, vital and frequently controversial. Their topics 
are chosen because they are important to the profession and be- 
cause thinking about them and doing something about them con- 
stitute primary responsibilities of education in this country. ASCD 
yearbooks deal with issues of mental health, conservation, social 
class, economic education, classroom practices, democratic ad- 
ministration, public relations, the role of supervision in the teach- 
ing process, group planning in education, creating a good environ- 
ment for learning, and the changing nature of the curriculum. 
Sometimes the issues are pressing and dramatic growing out of 
the fears and struggles of the immediate present; sometimes they 
emerge from long years of careful study and experimentation and 
years of careful testing in terms of human growth and human 
values. ‘Though the philosophy and practices set forth may seem 
revolutionary, these volumes have come from insights and under- 
standings gained by psychologists, psychiatrists, sociologists and 
educators working over the years. In this latter category falls the 
1955 Yearbook GumpaNCE IN THE CuRRICULUM. 

In this yearbook the integral relationship between guidance 
and teaching is clearly set forth, both as philosophy and as method. 
The guidance-centered philosophy on which the book is based is 
not new; it has been growing in this country for over thirty years. 
But its expression in the life of American schools is seriously re- 
tarded. Its growth can be accelerated, however, by putting into 
practice ways already well developed for studying individual chil- 
dren, for recording findings on useful, cumulative records, and for 
using knowledge of behavior and its motivations to increase the 
quality of human relationships in all aspects of school life, especially 
in the relationships between pupils and teachers, which determine 
very largely the direction and degree of learning. 











“With individual differences as our starting point,” write the 
authors, “we view guidance as relating to all those things which 
adults do consciously to assist an individual child to live as fully 
and effectively as he is able.” ‘This concept of guidance as insep- 
arable from curriculum is illustrated here again and again with 
specific, day by day activities planned and carried out by classroom 
teachers, supervisors and administrators who believe that “whole- 
some guidance and effective learning go hand in hand.” In this 
yearbook we see teachers using the three basic resources of cur- 
riculum building: studies of contemporary society, studies of learn- 
ers, and studies of the contribution of subject fields to the special 
and general education of children and youth. We see teachers 
using .these resources to build programs which fit with increasing 
adequacy the unique needs and interest of every child and which, 
at the same time, help every child to adjust with maximum benefit 
to the demands that are made upon him by the society in which 
he lives. 

Balance is the keynote of the yearbook: balance between com- 
petition and cooperation in motivation and learning, balance be- 
tween the needs of individuals and the needs of society, and balance 
between firsthand experiences and vicarious experiences provided 
through abstractions and symbols. Teachers are urged to help 
children find balance between their liabilities and their assets and 
to see their academic achievement in relation to their total growth. 

The authors have made helpful distinctions between the general 
guidance responsibilities of the classroom teacher and those of 
specialists in guidance who provide expert assistance beyond the 
skill of the classroom teacher to perform. The services of school 
psychologist, evaluator, counselor, school physician, dentist, nurse 
and social worker are defined and illustrated. The part of admin- 
istrators and supervisors is developed extensively, as well as the 
responsibility of parents and community. In this volume each 
reader may find himself and discover his own part in helping to 
build a functional and flexible curriculum through which guidance 
of children may be fulfilled. 

This yearbook is a result of the cooperative effort and thinking 
of leading educators in several sections of the United States. ‘The 
Executive Committee of the Association for Supervision and Cur- 
riculum Development, NEA, expresses sincere appreciation to each 
of the members of the 1955 Yearbook Committee and to the mem- 
bers of the Writing Committee who prepared the final manuscript. 
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Especial recognition is due Camilla M. Low, of the University of 
Wisconsin, who served as the able and devoted chairman of the 
Yearbook Committee and editor of the manuscript. 

The ASCD Executive Committee also makes the following 
acknowledgments: George W. Denemark, executive secretary, 
ASCD, read the manuscript in its several stages and made many 
constructive suggestions regarding its development. Robert R. 
Leeper, associate secretary, ASCD, worked with the original manu- 
script, did final editing on the volume and was in charge of its 
production. Cover and title page are the work of de Graffenried 
W. List, NEA Publications Division. Florence O. Skuce, of the 
Editorial Unit of the NEA Publications Division, assumed major 
responsibility for proofreading, paging and other technical aspects 
of production. Stella S. Clark and Glenda L. Jones, ASCD staff 
assistants, helped at various stages in. preparing copy and in proof- 
reading. Henry Rule, copy editor with the National Publishing 
Company, Washington, D. C., gave critical assistance in the sev- 
eral stages of production of this volume. 

The ASCD Executive Committee proudly accepts this 1955 
Yearbook and commends it to all persons who are concerned with 
the integral relationship between guidance and teaching. 


PrupENCE Bostwick, President 


For the Executive Committee 
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Foreword 


HIS book is primarily about one aspect of guidance—that part 

which can and should be done by teachers on all school levels 
and in all of the many classroom and out-of-class contacts they have 
with children. ‘Thus it is addressed to teachers and to those within 
and outside the school who are in a position to help teachers best 
accomplish their guidance aims. It does not underestimate the 
services of counselors, psychologists and various other guidance 
specialists in the clinical and social case work fields but limits dis- 
cussion to the ways in which these members of the guidance staff 
can assist teachers. 

The terminology used in the volume needs some explanation 
since it may differ slightly from that currently used in books on 
guidance and counseling. In an effort to stress and to dignify the 
important role of the classroom teacher in guidance, the term 
“guidance workers” is used to include teachers as well as all other 
guidance personnel. ‘The term “specialist” is used to apply to all 
staff members who have guidance functions calling for personnel 
training or psychological background over and above that typically 
required for classroom teaching. The authors recognize that there 
are different levels and kinds of specialization. ‘The general school 
counselor may be a specialist in administering and interpreting cer- 
tain types of standardized tests, in providing certain kinds of infor- 
mation regarding posthigh school educational and occupational 
opportunities, and in counseling with respect to certain kinds of 
social and academic problems. ‘The psychologist may be more 
highly trained than the counselor in the use of certain diagnostic 
and therapeutic techniques, yet less specialized in the areas of col- 
lege and occupational counseling. Similar differences in amount 
and kind of specialization would ‘be represented by the nurse, the 
reading specialist, the speech correctionist, the social caseworker 
and others. The assumption made by the authors is that each mem- 
ber of the school staff will give to boys and girls the kind of guid- 





ance service for which he is qualified and will have a lively sense 
of the dangers involved in attempting to help children with prob- 
lems which call for a different kind or a higher level of counseling 
skill than he possesses. 


“Group guidance” has not been discussed under this appellation 
since the general philosophy of the authors is that al! classroom 
and other group learning situations afford opportunities for guid- 
ance. It is felt that designating certain areas of subject content 
such as “orientation to the new school” or “choosing a vocation” 
as appropriate for group guidance, while other areas such as “‘science 
in everyday living” or “effective communication” are not so desig- 
nated, sets up a false dichotomy. The authors take the position 
that no subject matter which is not related to the needs of boys 
and girls should remain part of the school curriculum and, con- 
versely, that all content which does serve to meet individual needs 
is appropriately included in what we call group guidance.’ The 
major part of the guidance role of every teacher, therefore, is in 
the area of group guidance. 

In Part Three of the yearbook the authors faced a choice of ad- 
dressing the teacher and indicating where he might go for assist- 
ance with the various types of guidance problems he meets, or 
of analyzing separately the role of several kinds of guidance work- 
ers as helpers of teachers. ‘Vhe latter method of organization was 
selected to make it easy for each of these specialists to find him- 
self and to review the whole range of services which he might be 
in a position to give to teachers. ‘his emphasis was considered 
important even though overlapping services resulted in some repe- 
tition in chapter content. 

While a brief discussion of the organization of guidance serv- 
ices and the newer patterns of curriculum organization is in- 
cluded, these matters are not dealt with in detail. This is not to 
underrate the importance of a well-coordinated program of guidance 
and of a curriculum setup which provides maximum opportunity 
for discovering and meeting individual needs. The authors, how- 
ever, believe that there is no magic in any administrative arrange- 
ment. Good guidance goes on in classrooms in which there are 
good teachers—teachers with insight and human understanding 


*The term “needs” is broadly defined to include not only the developmental and 
psychological needs of boys and girls but the needs which arise from the demands 
which the society makes upon them. 
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as well as teaching skill. Opportunity for good guidance far beyond 
that which now obtains is possible in the highly departmentalized 
pattern of organization as well as in the “core,” and in the school 
which has no “organized” guidance program as well as in the one 
which boasts a full complement of special services. 

In general this volume attempts to give the rationale for con- 
ceiving the whole teaching-learning process as inextricably related 
to guidance, and the teacher as the central figure in developmental 
guidance. While many brief illustrations have been given to clarify 
this position, it has not been possible to include the longer diary- 
type accounts of teachers on various grade levels and in various 
subject areas who are implementing this point of view in their 
day-by-day teaching. This might well be the content of a subse- 
quent yearbook. . 

The authors hope that GumpANCE IN THE CurRICULUM will prove 
useful to teachers, counselors and supervisors who are on the “firing 
line” as. well as to students in college courses in guidance, curric- 
ulum and general teaching method. 


Camit.a M. Low, Chairman 
Committee for the 1955 Yearbook 
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A Point of View 











CHAPTER | 


Relationship of Guidance 
to Instruction 


HE common responsibility of all school personnel, under what- 

ever title they operate, is to see to it that the school program 
in its entirety is of maximal benefit to the pupils and to the sup- 
porting society. How classroom teachers may cooperate with other 
school personnel and with parents to discharge this common re- 
sponsibility in respect to that aspect of the school program which 
we call guidance is the problem of this yearbook. 

In many schools this problem has not been resolved very satis- 
factorily, with the consequence that the pupils are not as well 
served as either their needs or those of the supporting society re- 
quire. The character of the instructional program in these schools 
makes guidance a separate service supplementary to the instruc- 
tional program. In these schools classroom teaching and guidance 
are regarded as separate functions, to be carried on by separate 
groups of staff people—teachers and guidance workers. 


Guidance as a Supplementary Service 

In schools in which guidance is viewed as a supplementary serv- 
ice the content of the subjects taught is largely set in advance and 
permits of but little flexibility. On ‘the elementary school level this 
means, for example, that children promoted to the fourth grade 
are tacitly assumed to be ready for fourth grade work. If the work 
in reading, arithmetic or other subject content proves too difficult 
for a given child, or if for any other reason he fails to make a sat- 
isfactory adjustment to the prescribed fourth grade pattern, he is 
generally referred by the teacher to someone who is supposed to 
be responsible for the guidance of pupils. In many schools, this 
person is the principal. In some he may be the school psychologist, 
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a remedial reading specialist, or a speech correctionist. The usual 
expectation is that after referral the child will be able better to 
measure up to fourth grade standards. If, as too frequently hap- 
pens, this does not work out as it is supposed to, the teacher may 
resolve the problem by simply allowing the child to sit and fail, 
then send him on to the next grade where he may again sit and 
fail. ‘This unhappy experience often encourages the youngster to 
leave school too early. All too frequently this is what happens in 
elementary schools in which classroom teaching and guidance are 
separated, and in which the pupil is expected to do most if not all 
of the adjusting while the subject content remains relatively in- 
flexible. 


Similar unhappy consequences result when the separatist philos- 
ophy operates at the secondary school level. Here it is the task of 
the classroom teacher to see that the predetermined content of 
his subject is learned by the pupils who come to him. The task of 
the guidance counselor in such situations is to help the pupil select 
and enroll in the subjects, or the particular sections of given sub- 
jects, which are suited to his purposes, interests, needs and capaci- 
ties—to see to it that the pupil and the subject “fit.” 


The casualties which result when this “fit” is bad are principally 
the responsibility of the counselor. It is his job either to help the 
pupil adjust himself to the situation in which he had his difficul- 
ties or, failing in this, to steer the pupil (if he can) to some other 
subject, or some other section of the subject, in which it is hoped 
that his adjustment will be more satisfactory. ‘Too often there is 
no such possibility. ‘The only alternative then seems to be the ad- 
dition of new courses in the hope that they will be better adapted 
to the interests and capabilities of the youth in question. But as 
long as classroom teaching and guidance are regarded as separate 
functions the new subject content is likely to be just as inflexible 
as the old. There is then a precedent as well as pressure for pro- 
viding still other courses for the pupils for whom this new content 
is later found to be ill-suited. The present hodge-podge prolifera- 
tion of high school courses is in no small measure the result of 
this well-intentioned effort to resolve the problem of “fit.” Al- 
though the addition of new high school courses is at times desirable, 
the needs of youth cannot satisfactorily be met in this manner 
alone. 

Even if a course such as English is obviously important for a 
given pupil to take, and even if he is placed in the section of Eng- 





RELATIONSHIP OF GUIDANCE TO INSTRUCTION 5 


lish with others of similar academic achievement, inflexible subject 
matter content cannot serve him and all the other pupils in his 
section equally well. Even if metal shop, a new course in the cur- 
riculum, seems to relate to the particular interests of a given boy, 
there is little chance that his insights and skills, as well as those 
of all the other boys, will be developed if the course content pre- 
scribes virtually the same number and kind of projects for all, and 
assumes that the same method of learning will work for all. 
When adjusting to individual differences is solely the respon- 
sibility of counselors and other guidance specialists and the prob- 
lem of “fit” is removed from the teacher’s hands, the educational 
experiences offered to boys and girls cannot be well suited to the 
pattern of purposes, interests, needs and capacities uniquely char- 
acteristic of each pupil. It is for this reason that the authors of 
this yearbook subscribe to the point of view that teachers and 
guidance specialists must share the functions of guidance. 


Making Instruction Inseparable from Guidance 


In schools which operate in harmony with this point of view the 
instructional program is sufficiently flexible to enable the teachers 
to make substantial adjustments in it the better to meet the needs 
of each of their pupils. ‘The teacher has the dual role of making 
these necessary adjustments in the instructional program and of 
helping pupils adjust themselves to those of its aspects which 
societal need renders less flexible. Classroom teaching is regarded 
as inseparable from guidance; the teacher guides as well as teaches. 

There is a reciprocal relationship between guidance and instruc- 
tion in the hands of such teachers. One has the effect of modify- 
ing the other in a way which both enriches learning and assures 
better help to each pupil as he faces and tries to solve his problems. 
The inclusion of an illustration may be helpful at this point. Miss 
Best has been observing and talking informally with each of her 
fifth graders during the first few days of school. Already she knows 
that Kathy’s handwork is meticulously done but that she is quite 
limited in the academic aspects of her work. Doris attaches her- 
self to the teacher but is ignored by the other children. Beth is 
bright but overweight and self-conscious about accepting promi- 
nent leadership roles. Peter’s father is disappointed in his son’s 
mediocre school record and tends to blame the school. Max is 
especially good at building things with tools. Ted seems long on 
ideas but short on “carry-through.” Fred devours Popular Science 
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Magazine and is interested in experimentation. Esther has just 
entered this northern community from the south and seems quite 
fearful and withdrawn. Richard is noisy and simply cannot sit still 
for long in a schoolroom seat. 


There is much more that Miss Best needs to learn about these 
and the other children, but as she does her initial planning for the 
science study on “weather” she keeps in mind what she does know. 
She figures out how she can create an environment for these chil- 
dren so that each child can find activities to suit his interests and 
to challenge his efforts. She thinks about the possible committee 
groups which might be set up to extend the friendships of those 
who need friends and to utilize leadership in constructive ways. 


The first learning activity for which Miss Best plans is the plan- 
ning period itself. As children and teacher pool ideas and consider 
the books the children might read, the people they might talk to 
and the places they might visit, the teacher learns many other 
things about the children which modify her initial plans. These 
facts not only will enrich the unit but will assist her pupils as in- 
dividuals in their social and emotional adjustment and hence in 
the learning of the subject content of the unit. 

Miss Best learns, for example, that Peter’s father is a weather- 
man at the local airport. Peter is pleased when Miss Best approves 
his idea that he talk to his father about arranging a class trip to 
the weather bureau. Doris thinks her dad, who is a building con 
tractor, might get some scrap materials for Max and Fred to use 
in building a weather tower. Miss Best had not realized before how 
nervously active and yet how thin and pallid ‘Ted appears. She 
must refer him for a thorough physical examination. Richard has 
more background knowledge in science than Miss Best realized. 
She must be sure to help him build on this background by suggest- 
ing reference materials and investigations on a level mature enough 
for him. She notices now that Esther’s fingernails are bitten to 
the quick. She must get more background information about 
Esther. 


Each day, as the children proceed with the study, the teacher 
becomes better acquainted with them and is able more intelligently 
to provide the kinds of learning experiences which are most suitable 
for them as individuals. 

It is clear that no outside person—principal, school psychologist 
or counselor—could accomplish what is taking place in Miss 
Best’s classroom and in every classroom on all school levels in which 





RELATIONSHIP OF GUIDANCE TO INSTRUCTION 7 


the teacher effectively assumes his role as a guide to individual boys 
and girls. All that such a teacher, through his activities as a guide 
to children or youth, discovers about them, he utilizes to modify 
his teaching to insure a better “fit.” ‘This results in instruction 
which is more effective and satisfying to theteacher and the pupils 
alike—and to their parents no less. And what he learns about his 
pupils through teaching them makes the teacher more competent 
to guide the children or youth in his charge. ‘Thus do the benefits 
to pupils spiral when instruction is made inseparable from guidance. 


Role of Specialized Guidance Personnel 


Not all of the guidance services needed by children and youth 
can be supplied by classroom teachers. ‘There is definitely a place 
for specialized guidance counselors and for a planned guidance 
program. Both are needed and should be provided. An important 
aspect of this planned guidance program should be its direct serv- 
ices to classroom ,teachers. ‘The specialized guidance personnel 
should supply specialized resources and services to teachers, work 
with them and deal directly with such deviate pupils as the teachers, 
unaided, are not competent to help. 


To make certain that we will not be misunderstood, let us put 
this in different words. ‘To say that all classroom teaching should 
be inseparable from guidance, which is the position taken by the 
yearbook committee, is not to say that all guidance should be in- 
separable from classroom teaching. Some aspects of guidance must 
be separated from instruction for the reason that teachers are not 
especially trained or do not have the time to deal with them. The 
committee recognizes that there will probably always be some 
deviate pupils whose problems require the direct services of spe- 
cialists of various sorts—problems with which teachers can deal un- 
aided only at the certain risk of being accused of operating as 
“quacks.” It also recognizes that a considerable number of pupils 
have certain problems such as serious speech and reading disabilities 
with which only specialized personnel are competent to deal. When 
it comes to the application of technical therapeutic techniques, 
the yearbook committee is confident that the undertaking should 
be in the hands of a person trained especially in psychology, guid- 
ance and therapeutic work. Rarely if ever is a classroom teacher 
so equipped by his training. 

The yearbook committee recognizes the need for specialized 
guidance personnel. It believes that all children and youth can be 
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served adequately by the school only if such personnel is provided. 
The committee emphasizes, however, that the providing of guid- 
ance specialists may work to the disadvantage of the pupils if what 
we have called the separatist philosophy of guidance is permitted 
to prevail in the schoel. If, prior to the employment of such per- 
sonnel, the teachers were sufficiently disturbed about the lack of 
adaptation to individual differences in their classes to do some- 
thing about it, but now feel free of any such responsibility because 
there are specialized staff members to whom the “problem pupils” 
are to be referred for guidance, it is obvious that desirable adapta- 
tions are now less likely to be made in their classroom practices 
than was formerly the case. Especially is this likely to be true if 
the teachers are led to believe that adequate guidance is being 
provided outside their classrooms. Because of the possible hazard 
to pupils when specialized guidance personnel are provided, it is 
especially important to make clear the central role of the teacher 
both in sensitizing himself to individual pupil needs and in meeting 
these needs. 

Conversely, it is equally important that the roles of specialized 
guidance personnel be made clear to all staff members. In later 
chapters we shall take note of the important services which these 
specialists can render the pupils through aids provided for class- 
room teachers. We shall not, however, attempt to treat those 
aspects of guidance which only specialized guidance personnel are 
competent to handle. Instead, this yearbook is concerned with 
making clear what is involved when classroom teaching is made 
inseparable from guidance, and with giving what assistance it can 
to teachers who would thus better serve their pupils. 


Why Separation of Instruction from Guidance 
Continues To Exist 





In urging that classroom teaching be made inseparable from 
guidance the yearbook committee recognizes that it is recommend- 
ing against what appears to be at the present time a rather common 
practice. Unsatisfactory though it is, the practice of separating 
classroom teaching from guidance—in fact, if not in theory—pre- 
vails in many elementary and in a clear majority of secondary 
schools. The factors which operate to make this the prevailing 
practice are not difficult to detect. Probably the most pervasive 
and compelling is the feeling on the part of many teachers that 
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they are at fault if they do not strive to bring all pupils in a given 
grade group or in a given high school course “up to standard”— 
that, regardless of what the range of individual differences may be, 
they are somehow guilty if they do not attempt this’impossible task 
and that they have failed if all or nearly all their youngsters are not 
“up to the norm” in respect to subject matter achievement. These 
feelings are appreciably heightened if the teacher has reason to 
believe that the principal and the people of the community are 
judging him chiefly in terms of his pupils’ success in achieving 
the prescribed subject matter content. 


‘These pressures from the community usually increase as children 
progress through the grades. In the early elementary school years 
the teachers usually feel that they have considerable leeway in 
varying the classroom activities to take account of individual dif- 
ferences in maturity, capacity, background, interests, needs and 
consequent readiness to learn. The result is that instruction and 
guidance are both quite capably carried on in the lower elementary 
grades. Later the pressures mount, partly because of a misunder- 
standing and consequent misuse of standardized achievement tests. 
‘loo frequently, adminstrators, teachers and patrons alike overlook 
the fact that a norm is simply an average, that only about one-half 
of the youngsters on whom the test was standardized came up to 
or exceeded this average, and that any teacher who succeeds in 
getting half of a cross-section group of pupils up to or above this 
average or norm is teaching subject matter as capably as the teachers 
in whose classes the test in question was standardized. But whether 
it stems from this misunderstanding or from other sources, the 
false idea that all youngsters can and should “measure up to stand- 
ard” gains ground as one progresses up the elementary school ladder 
—with the result that the teachers increasingly feel restricted to 
a fairly narrow range within which to make adjustments in their 
classroom work to fit the individual capacities and needs of their 
pupils. This feeling on the part of the upper elementary school 
teachers is, of course, heightened when high school teachers tend 
to place blame upon the elementary school for pupils who are 
poor readers, who are deficient in arithmetic fundamentals or who 
fail in other respects to measure “up to standard” when they enter 
the secondary school. 

There are going to be as many who achieve above the standard 
as there are who fall below it. Preoccupation with the standard 
leads teachers to strive for the impossible with the less academically 
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capable, on the one hand, and, on the other, to fail to give sufficient 
attention to those who should be encouraged to achieve at levels 
often vastly higher than the average. 


The forces which make for relative inflexibility in classroom 
work are appreciably greater in the secondary than in the lower 
school. ‘The high school teacher’s training as a subject specialist 
makes it especially difficult for him to feel comfortable about 
varying his expectations to insure a better “fit” with the capacities, 
interests and needs of individual students. Despite the fact that the 
providing of this “fit” is a requisite for effective subject matter 
achievement (see Chapter II), the making of such accommoda- 
tions is often perceived as the “lowering of standards” and hence 
is rejected. 


The outside as well as the intramural pressures which make for 
the separation of classroom teaching from guidance also become 
greater at the secondary school level. Among the pressures exerted 
by the local community are those which emanate from business- 
men for employees of excellence and from the community for 
finished performances in vocal and instrumental music and in 
athletics. ‘The strongest of these outside pressures on the secondary 
schools, however, comes from professors in the colleges and uni- 
versities. With the accusing cries of anguished college professors 
recurrently in their ears, it is not strange that high school teachers 
feel impelled to give attention to the frustrating task of bringing 
their pupils “up to standard.” 


Given the pressures to which we have alluded, there is little 
wonder that the state of mind induced in the teachers leads many 
to become preoccupied with prescribed subject matter and tends 
to blind them to the personal factors in the lives of their pupils— 
factors that, as will be shown in Chapter II, prevent the very 
achievement which so many well-intentioned teachers are single- 
mindedly attempting to encourage. 


As we have just implied, some teachers make the necessary 
adaptations in their classrooms, but many do not. All undoubtedly 
do some adjusting to individual differences, but most introduce 
only a small fraction of the flexibility which the individual capaci- 
ties, interests and needs of their pupils require. The truth of the 
matter is that typically at all school levels it is only the unusually 
courageous and ingenious teachers who modify the prescribed sub- 
ject matter content sufficiently to insure an adequate “fit” for all 
their pupils. 
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It is not realistic to expect a majority of the elementary or 
secondary school teachers so to modify their classroom work until 
they come to see clearly that the making of these adaptations is a 
necessary precondition for maximum subject matter achievement 
by the pupils in their charge. In Chapter II we will demonstrate 
that achievement in mastery of subject matter which represents 
each child’s maximum can be had only if boys and girls are con- 
sidered as individuals; only if what they are asked by their teachers 
to do now provides them with the basic feelings of success and 
recognition which encourage their active effort to tackle the prob- 
lems which keep them from doing their best to meet whatever the 
outside standards may be. If and when this is done, classroom in- 
struction will be indeed inseparable from guidance. 

We turn now to Chapter II in which the point of view of the 
yearbook committee is elaborated by an operational description 
of the teacher who makes his classroom teaching inseparable from 
guidance. As implied, this description is in terms of what such a 
teacher values, believes, knows and has made himself competent 
to do. 





CHAPTER II 


Setting Our Sights 


PERATIONALLY, the task of guidance differs from school 
to school. In one, the relative inflexibility of the instructional 
program makes guidance a service supplementary to classroom 
teaching. In schools of this kind it is the responsibility of one 
group (the teachers) to give the instruction; that of another (the 
guidance counselors) to provide the guidance. As was noted in the 
first chapter, the needs of children and youth cannot be well served 
in schools in which this separatist philosophy and practice prevail. 
In the other type of school, there is no thought that teaching can 
possibly be adequate if it is separated from guidance. In these 
schools teachers guide as well as teach. There are specialized guid- 
ance workers in such schools, but they see their role as that of 
(a) helping teachers become ever more competent in the guidance 
of children and youth and (b) dealing directly and individually 
only with those pupils whose problems the teachers cannot resolve 
without the help of those with special training. As Chapter I indi- 
cated, the needs of pupils and of the supporting society can most 
adequately be met only if this concept of guidance is practiced 
in the school. 

In the remainder of this yearbook the authors take the position 
that classroom teaching should not be separated from guidance; 
that, instead, guidance should be regarded as an essential aspect 
of the work of every classroom teacher. Further analysis of the 
implications of this position will now be made. 


A Concept of Guidance 


In the first place, the need for guidance derives from the exist- 
ence of individual differences. If all boys and girls were equally 
alert and vigorous, equally intelligent, adjustable and interested 
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in school learning, there would be no case for curriculum flexibility 
and far less need for guidance. The knowledge that each child 
presents a unique pattern of characteristics and requires unique 
treatment lies at the heart of our guidance philosophy. With in- 
dividual differences as our starting point, we view guidance as 
relating to all those things which adults do consciously to assist 
an individual child to live as fully and effectively as he is able. 


Such assistance on the part of school personnel may take an 
almost endless variety of forms—from studying some aspect of a 
child’s life to understand him better, to devising learning situations 
from which he can gain a needed experience, to conferring with 
his parents to understand their expectations for the child, to being 
a sympathetic listener when he wants to talk, to giving him the 
consistent psychological support which encourages wiser self-direc- 
tion. Guidance involves both helping the child adjust to a required 
pattern and adjusting the pattern better to fit the child. Since both 
of these adjustive aspects have the single objective of developing 
a human being who is capable of self-direction in a democratic 
society, the child’s freedom of choice, commensurate with his ma- 
turity, must be protected. Helping each child to help himself and 
make his own decisions is inherent in such a concept of guidance. 


Parents, teachers, supervisors, counselors and many other people 
both inside and outside the school share in the child’s guidance. 
The teacher, however, stands second only to the parents in the 
weight of his responsibility for guiding the development of the 
pupil. It is with the teacher and his activities and resources in 
guiding boys and girls, as he helps them with their learning, that 
this volume is chiefly concerned. 


A Concept of the Curriculum 


The authors of this yearbook conceive of the school curriculum 
as comprising all of the opportunities for learning which the school 
provides for children and young people to meet their varying needs. 
These opportunities relate to much more than the course of study. 
Just as the selection of text and reference material is part of cur- 
riculum planning, so are arrangements for a properly run program 
of extraclass activities, plans for the choice and display of foods to 
be served in the cafeteria, and decisions about such things as grad- 
ing systems, promotion policies, the height of the bubblers and the 
intramural sports activities. This planning results in a certain 
range of opportunities available to boys and girls if and when these 
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become appropriate for the children or young people. These op- 
portunities from which learning experiences accrue constitute the 
school curriculum. 

In a well-planned curriculum for a whole school, or a single 
class group, there are many times more learning opportunities than 
a given child can or should take advantage of. A large element of 
choice enters in as far as the child’s own curriculum is concerned. 
It is in all these matters of choice that guidance is important. What 
the teacher does to help the child in scores of choice-making situa- 
tions determines the teacher’s role as a guidance person. The 
teacher’s adequacy in carrying out his guidance function relates, 
in turn, to what he knows about children and the social demands 
required of them. 


The Orientation of the Teacher Who Guides as He Teaches 


A teacher who effectively integrates guidance with his classroom 
teaching knows that all children face a variety of adjustment prob- 
lems in the normal course of growing up and that it is in the resolu- 
tion of these problems that all children need guidance. When guid- 
ance and instruction are largely separate, there is a tacit assumption 


that many children need little or no guidance. Except on the high 
school level for such matters as the selection of courses and extra- 
class activities, decisions relating to the continuation of formal 
education, the choice of an occupation and the finding of suitable 
employment, a pupil who does reasonably well in the prescribed 
curriculum of such a school is usually not considered a subject for 
guidance. The guidance services are reserved largely for those who 
are misfits, and guidance is primarily remedial and corrective in 
nature. 

The process of human development is, of course, characterized 
by the meeting and resolving of a continuous series of adjustment 
problems. The life of no child is free of these problems. Many are 
concomitant with growth; many more arise as the individual at- 
tempts to cope with the prescriptions and the restrictions of his 
environment and to take advantage of its opportunities. 


*Curriculum planning takes place at various times and involves various people. 
Considerable planning must, of course, be done before the arrival of the learners in 
anticipation of their needs. The crucial planning, however, stems from personal 
knowledge of the children, and must indeed involve them. A discussion of the 
important ways in which the pupils share in curriculum planning is included in 
Chapter IV. 





SETTING OUR SIGHTS 15 


For example, six year old children typically face the problem 
of conforming to first grade school routines. This may involve vary- 
ing degrees of adjustment from the security and informality of 
home or kindergarten life. Other problems for six year olds relate 
to learning to read, to count, to respect the property rights of 
others, to control outbursts of emotional response, to expend energy 
in better organized play and to use their bodies in such coordinated 
skills as manuscript writing and jumping rope. Some of these prob- 
lems they have already been working on during younger years but 
have still not attained the degree of mastery appropriate for this 
age level. At each successive level of growth the problems become 
somewhat more complex, commensurate with the heightened level 
of expectation set for the child by society. 

Much further up the developmental ladder, in the junior high 
school years for example, some of the adjustment problems have 
to do with the acceptance of rather dramatic changes in physical 
growth, with social adjustments to members of the opposite sex, 
and with the often painful efforts to break away from family 
supervision. Still further along, in the senior high school, there 
come such problems as choosing an occupation, learning how to 
earn, budget and spend money for good family living, and prepar- 
ing for active citizenship as an adult. 

The satisfactory resolution of these and all other developmental 
problems depends to a marked degree upon the wise guidance of 
adults. Within the school, providing guidance of this kind should 
be primarily the function of the teacher whose continuing contact 
with a given youngster makes it possible to know him well. 


The adjustment problems of some children will, of course, be 
more severe than those of others. If there has been lack of wise 
guidance over the years, or if there are special conditions in the life 
of the pupil which have hampered him from the satisfactory han- 
dling of developmental tasks at younger levels, then guidance to 
correct and remedy unwholesome behavior patterns and to com- 
pensate for inadequate background may be in order. The services 
of guidance specialists are often needed for such problems for they 
frequently require special competence which teachers do not 
possess. Preventive guidance, however, is largely the province of 
the teacher, as is what we might term developmental guidance 
wherein the teacher’s role is to guide the child, as he grows, to make 
full and effective use of his talents and capabilities. 


The authors of this yearbook maintain, therefore, that all chil- 
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dren need guidance and that, of all school personnel, the classroom 
teacher is best situated to help them with their developmental tasks. 


A teacher who effectively integrates guidance with his classroom 
teaching knows that children of the same chronological age are at 
different levels of readiness for a given learning experience. Much 
of the academic and social content of the school curriculum is 
planned to meet outside criteria. As already suggested, the nature 
of our social institutions and our methods of communication make 
it vital for boys and girls to acquire certain kinds of information 
and to become skilful in the use of certain tools. These constitute 
the basic reason why we teach such subjects as reading, spelling, 
the social studies, science, arithmetic and physical education. So- 
ciety also decrees that its members live up to prescribed social stand- 
ards in their relationships with others. Certain basic freedoms must 
be protected. These are the reasons why the school provides a 
variety of social situations both in the classroom and in extraclass 
activities to help children learn to protect the rights and property 
of others, to work cooperatively with others and to give respect 
to differing ideas. All good teachers conscientiously strive to help 
each child meet these criteria. 

Children at any grade level, however, represent a range of in- 
dividual differences in their readiness to accept the learning tasks 
which society may demand of them and which are typical for that 
chronological age group. It is not uncommon, for example, for a 
given classroom of boys and girls to represent a span of seven years 
in reading level. Certainly all of them are not ready to comprehend 
a science textbook appropriate for the average reader in the group. 
Nor are all of them stimulated by reading material geared to the 
typical child. In respect to social, intellectual and physical factors, 
the typical class group will probably present an equally diverse 
picture. 

Moreover, each individual represents different maturity levels 
within himself. Because of his background and his level of intelli- 
gence, a given pupil may be ready for mathematical experiences 
much more complex than those typical for his age group. At the 
same time, in motor coordination and physical strength this young- 
ster may lag behind many of his classmates. In sociability and lead- 
ership he may be at still different levels of maturity. And to add 
another complicating factor for the teacher who guides learning, 
every youngster has his ups and downs in feelings and moods; he 
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has problems on certain days which demand so much of his at- 
tention that he is not ready on those days for the experiences 
planned by the teacher. 


‘Actually, no teacher who reads these lines ever doubts the fact 
of individual differences. Every teacher knows of the existence of 
a wide range of maturity and readiness levels both among individ- 
uals and within each individual. The question is whether such 
knowledge makes a difference in what the teacher does in the class- 
room. If, operationally, the teacher appears to assume that all first 
grade children are ready to read by December, or all seventh graders 
are ready to learn to dance, or all tenth graders are ready to make 
an occupational choice, or all twelfth graders are ready to appreciate 
Macbeth, then in spite of intellectual acceptance of individual dif- 
ferences, guidance does not enter into classroom teaching to any 
appreciable degree. Conformity to a single standard, with some 
adjustments in methods of approach, is the operating formula of 
such a teacher. The individual child cannot be well served under 
this formula. 


A teacher who effectively integrates guidance with his classroom 
teaching is skilful in gathering and using the data needed to de- 
termine readiness. The teacher who consistently tries to apply his 
knowledge about individual differences appreciates, first of all, the 
need to know each child as fully and intimately as his own skill 
and time and as the resources of the school and community will 
allow. As will be noted in a later chapter, the special services of 
the guidance and supervisory personnel can do much to assist the 
teacher in assembling and interpreting information about the child. 
A good cumulative record based upon the pooling of information 
about a given youngster over a period of years can likewise be an 
invaluable help and time-saver for the teacher in acquainting him- 
self with the developmental history of each child. 


Even in a departmental high school situation, the teacher has 
more continuous personal contact with a given group of boys and 
gitls than does the principal or counselor or any other member of 
the school staff. ‘This means that he is in the key position to 
discover many important things about the way a given child is 
developing and about the special problems he may be facing. 

As indicated, if guidance is to enter into classroom teaching, the 
teacher must engage in careful observation of pupil behavior. This 
is a skill which calls for considerable self-discipline on the part of 
the teacher. A person who is preoccupied with himself and his own 
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difficulties is likely to be quite blind to the subtleties of behavior 
and the feelings of others. ‘The things which such a teacher does 
notice about a given child are likely to be the aggressive acts which 
threaten the teacher’s security. He may overlook recessive behavior 
far more indicative of need for guidance. Similarly, a teacher who 
places subject matter mastery above all else is likely to be insensi- 
tive to differences in individual capabilities and interests in his 
single-minded approach to the academic job to be done. His per- 
ception of his pupils is likely to be restricted to how much or little 
they know about the subject he teaches, and how well or poorly 
they prepare the academic work he expects or requires of them. 


The teacher’s major preoccupation should, of course, be with the 
children themselves in an effort to sense their feelings and discover 
the motives for their reactions to situations and people. If he has 
the interests of children at heart, his vision will include a wide 
range of personality factors. Furthermore, his purpose in observ- 
ing his pupils will not be to label and to pigeonhole them, but to 
see what constructive adjustment he might make to encourage 
more wholesome development on their part. 


The art of listening is another quality which effective guidance- 
minded teachers possess. We would probably agree that “talking 
too much” is one of the occupational diseases of teachers. Unless 
we can “cure” ourselves of this malady, we not only deny the 
youngsters many fine learning opportunities but cut ourselves off 
from their thoughts and feelings. Actually, listening involves much 
more than merely “stopping talking.” A listening attitude is evi- 
dence of outward orientation to the boy or girl, and of a willingness 
to accept and respect him as one whose ideas count for something. 
Forgetful of self, this kind of teacher can develop a relationship 
of trust and confidence with boys and girls which will encourage 
them to talk freely and frankly about themselves and their prob- 
lems. Through this active kind of listening in which the teacher 
tries to discover how the world looks through the child’s eyes, many 
important factors relating to readiness will be revealed. 


A teacher who effectively integrates guidance with his classroom 
teaching is also fully aware that what happens to a child during his 
out of school hours is reflected in the goals which he sets for him- 
self at school and in the efficiency with which he works to achieve 
them. Either personally or through cooperation with the special 
school and community guidance services the teacher needs to “get 
around” for purposes of discovering the degree of opportunity 
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afforded each youngster in his home, the nature of his relations 
with members of his family, the satisfactions he receives from his 
gang or his playfellows, the interests he exhibits during his leisure 
hours, and scores of other items of personal information which pro- 
vide added insight into his character and personality make-up. 

Only if he understands the child in his school, in his home and 
in the wider neighborhood and community, can the teacher esti- 
mate how far the pupil has progressed in each aspect of his growth 
and what ‘next steps are appropriate for him. 


A teacher who effectively integrates guidance with his classroom 
teaching knows that success in school work is intimately related to 
the way a child conceives of himself as a human being, and to the 
emotional satisfactions he is achieving in his relationships with 
others. Children carry around pictures in their heads. Each child 
has his own picture of what a teacher is like, what a police officer 
is like, what a father is like, or what a youngster who goes to the 
church across the street is like. He also has “pictures in the head” 
of himself as a pupil, a son or daughter, or a pal. Each picture is a 
generalization compounded of many past experiences. ‘These pic- 
tures may be based on faulty perceptions and be distorted by 
emotion, but all are powerful guides to the child’s conduct. 

The picture which influences a child’s way of life most pro- 
foundly is the one he carries around of himself. A teacher who 
assumes his guidance responsibilities must somehow discover what 
this picture is, and the experiences in the life of the child which 
have contributed to its detail and clarity. 

If a youngster conceives of himself as a person who is reasonably 
successful in the things he undertakes, he will approach new situa- 
tions—new developmental tasks— with confidence. If he thinks of 
himself as a failure, he will be fearful of new situations. If he ac- 
cepts himself as a reasonably likeable and friendly person, he will 
approach each new social situation in ways which encourage a 
friendly, warm response from others. If he thinks of himself as “not 
much good” or as a person who is disliked or merely tolerated by 
others, then he will behave in harmony with this self-concept and 
tend to perpetuate and reinforce his record of failure and of social 
rebuff. 

There are certain general conditions which must be met to assure 
the development of a wholesome self-concept. A youngster must 
feel, first of all, that he is very important to somebody else—so im- 
portant that nothing he could do would be so wrong as to take 
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away the support and faith of this person. That “you’re-with-me- 
all-the-way” feeling which a child has about his parents who love 
him, or his teacher who accepts and respects him, does much to 
guarantee that the major elements of his self-portrait will be whole- 
some and acceptable to the youngster. The components of a whole- 
some picture-of-self are the resultants of the tasks which the child 
has been able to perform with reasonable success, of the recognition 
he has been able to gain for worth-while contributions to his group, 
of the friendly acceptance he feels from his own classmates and 
his neighborhood gang, and of his developing sense of competence 
that he can make choices more intelligently and face failure more 
constructively. 

These, then, are the kinds of experiences which the teacher 
must provide if he is to guide the child wisely. If the teacher is 
able warmly to accept each child regardless of his I.Q. score, or his 
ill-advised behavior, or his race, or his unkempt appearance, he 
offers the youngster the very best insurance that school life under 
his guidance will be a happy and profitable experience. If, in addi- 
tion, the teacher can set his level of expectation for each child at 
a point where successful achievement is possible, yet must be 
striven for, the child will develop the underlying confidence needed 
for future success at more difficult tasks. If, finally, the teacher can 
devise classroom activities to encourage friendships and to give 
each child a chance to “shine” and receive the commendation of 
his classmates for doing well something that needed to be done, 
then the frame of mind with which each child attacks the job at 
hand will be that which is most conducive to effective leartiing. 

The yearbook authors believe that the maximum wholesome 
development of children is impossible unless guidance and class- 
room teaching proceed hand in hand. ‘To bring this about, teachers 
must understand the springs of human conduct and their implica- 
tions for school learning, and must be versatile in adjusting subject 
matter content and teaching methods to help meet the funda- 
mental personality needs of each boy and girl. 


A teacher who effectively integrates guidance with his classroom 
teaching knows that children learn many things within a given con- 
text, and plans with reference to the whole constellation of possible 
wholesome learnings. The effective guidance-minded teacher is 
oriented with reference to the total best adjustment of each boy 
and girl. He knows that youngsters learn their attitudes, their ap- 
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preciations and their behavior while they learn academic knowl- 
edge and skills. In each case one learning task is in the center of 
focus, and the others are on the fringe. 

The teacher has two jobs: to allow a shift of focus for a given 
child when it appears appropriate, even though other children in 
the group have a different focus; and to make the fringe learnings 
in every instance as wholesome as possible. ‘The teacher is, there- 
fore, always faced with such alternatives as deciding whether at this 
time for this boy resting his head on the desk is more important 
than doing the arithmetic problems, or whether for this girl attend- 
ing the rehearsal of the school play is more important than staying 
after school to make up history deficiencies. ‘The question is, what 
is going to mean the most to a given youngster in the long run? 
The answer, of course, is in the nature of a best guess in the light 
of all the teacher knows about the particular individual’s needs 
and desires. Inevitably, however, whatever the teacher tries to en- 
courage the child to make his focus brings in its train other learn- 
ings which may or may not be equally constructive and wholesome. 

The good teacher also realizes that personally satisfying and 
socially desirable experiences on the fringe tend to reinforce the 
central learning. Failure to plan for wholesome fringe experiences 
may detract from or completely negate accomplishment of the 
central learning. For example, while seven year old Sally is learn- 
ing to subtract she is also learning to like or dislike her teacher, 
to gain a sense of achievement or failure, to feel comfortable or 
uncomfortable in her associations with the other children, and to 
learn a number of good or poor ways to gain acceptance. The atti- 
tudes, feelings and behavior patterns learned along with subtrac- 
tion are, if positive and pleasantly toned, the supportive structure 
which helps make possible the learning of arithmetic. 

Similar examples might be cited at any other level of maturity. 
Ralph, a senior in high school, was failing in chemistry. Even- 
tually it was discovered that a major factor in the failure was lack 
of stimulation commensurate with the critical and inventive capac- 
ities of this bright boy. While the teacher, with conscientious 
but narrow single-mindedness, was laboring to get Ralph to read 
the chemistry textbook and do the prescribed experiments, all the 
fringe learnings were operating against the accomplishment of the 
so-called central goal. He was learning to escape a boring situation 
through daydreaming. He was learning to withdraw socially from 
his classmates and to feel that he had no responsibility for con- 
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tributing anything for the good of the group. The disciplinary 
measures of the teacher, which actually amounted to no more than 
an occasional exasperated remark about his laziness, made this 
sensitive, unhappy and bright boy lose face with his peers and 
learn that he was pretty much “no good” and a failure. He learned 
poor posture reflecting the hangdog picture he had of himself. 
And finally he learned to escape the whole unhappy classroom 
situation through truancy. 


A teacher with more sensitivity and perception and one capable 
of exercising greater flexibility in adjusting learning experiences to 
individual needs could have capitalized on Ralph’s potential 
leadership in chemistry to reverse this snowballing of negative 
learnings. He could have created a situation for Ralph in which 
many excellent social, physical and intellectual habits and attitudes 
would have accompanied and reinforced the learning of chemistry. 

Sensitive awareness of the fact that learning takes place in an 
integrated and patterned manner, and care in planning learning 
experiences for a given child with reference to what should be his 
focus of attention and what fringe benefits should accrue, are 

‘ characteristic of a teacher who guides as he teaches. 


A teacher who effectively integrates guidance with his classroom 
teaching appreciates that the true measure of his success is the 
degree to which children come to understand themselves more 
fully and to direct themselves more wisely. The philosophy of 
guidance accepted in this yearbook is in harmony with the demo- 
cratic way of life. Respect for people, even though they be little 
children or confused adolescents; faith in their growing capacities 
to make intelligent choices, even though in the process they make 
mistakes and show poor judgment—these are central in any con- 
structive guidance relationship. 


If the curriculum is relatively inflexible and the teacher’s job is 
somehow to get the child up to standard, there must of necessity 
be considerable prescription and many devices used to encourage 
and goad him toward achieving academic respectability. Discipli- 
nary measures are apt to be employed more frequently in this situa- 
tion; so also are the incentive of high grades and the threat of low 
ones. In a prescriptive, authoritarian atmosphere, children become 
pawns and are not accorded the respect which encourages self- 
respect and do not develop the initiative which leads to self-direc- 
tion. Even if general school policy is liberal and opportunities exist 
for adjusting learning experiences to individual needs, some teach- 
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ers still feel that they should make most of the decisions for the 
pupils. Such a teacher hampers a child’s growth in self-direction 
and thereby handicaps him in facing the many unpredictable prob- 
lems of tomorrow. 

So, while guidance implies adult influence on children and young 
people, it also must insure that each child, on his own level of 
development, is given rewarding opportunities to set his own goals, 
make his own decisions, measure his own progress and, in the 
process, understand himself better. The teacher helps the youngster 
gather information for making a choice, he helps to clarify the pos- 
sible consequences of alternative choices, he gives the child psy- 
chological support when failure results from an unwise choice, and 


. he helps him analyze the situation so that next time he will make 


a better choice. But the child, to the degree that his maturity will 
permit, is encouraged to operate as a free, thinking agent. Guidance 
includes helping the child learn what is involved in facing and 
solving a problem, sensitizing him to the resources available for its 
solution, and stimulating him to utilize these resources wisely. 
Yet the child, and not the teacher, does the resolving of whatever 
the problem situation may be. The active involvement of the child 
in every aspect of the learning situation, with increasing responsi- 


bility for the consequences of his choices, helps him to grow in 
self-assurance and to face with greater confidence the complex 
problems of adult life. 

The effectiveness of the teacher in guiding the pupil is measured 
by the degree to which he is able progressively to make himself 
less necessary to the youngster. 


A teacher who effectively integrates guidance with his classroom 
teaching is able to accept diversity “in stride” and to retain perspee- 
tive in spite of confusing variations in pupil behavior. Teaching 
in which guidance and instruction are inseparable is a complex 
operation. There seem to be but few routine factors in the class- 
room situation that can be dealt with by the teacher in a uniform 
manner. When teachers permit themselves to employ such meth- 
ods as confining reading to a single textbook, making a single as- 
signment to be measured on a single standard, setting rigid dead- 
lines for work due, or establishing rules for behavior applicable 
without exception, there is probably corresponding lack of adjust- 
ment to the needs of some boys and girls, and therefore an absence 
of adequate teacher guidance. 


Sometimes the difficulties faced by the teacher in attempting 
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to teach children as a group, and at the same time vary the content 
and the approach to individuals, relate primarily to lack of ac- 
quaintance with teaching materials and project ideas. When this 
is the case teaching experiences may contribute to competence. 


In the course of their experience many teachers develop a store 
of challenging alternative learning activities. Projects and assign- 
ments which have worked out well for gifted children, or for those 
who are mentally retarded, are noted for use at some future time. 
Pamphlet and other reference material well suited to the poor 
reader, or for youngsters with special interests and hobbies, are 
collected. Methods of organization found satisfactory by the 
teacher for providing flexibility and some diversity in classroom 
activity are other items which the teacher remembers for future 
use. Ways of utilizing community resources and for extending 
learning beyond the limits of the classroom are likewise remem- 
bered if experimentation with them has encouraged wholesome 
growth on the part of some youngsters. With experience, the 
teacher also becomes more appreciative of the many interesting 
and workable ideas which boys and girls themselves have to offer 
for achieving their goals. If they are given the opportunity to partic- 
ipate in planning, these children will contribute helpfully to solving 
the problem of providing for individual differences. 


The ability to accept diversity in stride, especially as it concerns 
social behavior, also relates to the teacher’s own feelings of per- 
sonal security. The teacher is better able to make the adjustments 
required to meet individual needs if his own pattern of living and 
his own system of values offer him the basic satisfactions he desires. 
If he is in good physical health and is not too preoccupied with 
personal worries and concerns, he will be able to accept the im- 
maturities of boys and girls without regarding these as a personal 
threat. If he can strike a happy balance between emotional involve- 
ment and detachment, he will be able to give each youngster the 
psychological support he needs and, at the same time, the perspec- 
tive he needs to go about solving his problems. 

Even the best of teachers will sometimes “fumble the ball” in 
his relationships with his pupils. His humanness, with all that it 
implies of both weakness and strength, may actually be an impor- 
tant element in the warm, friendly response which he receives from 
children. They can accept his occasional shift of mood and his 
occasional impatience or authoritative action if he is basically con- 
sistent in his treatment of them, and if they are certain that he 
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likes them and would “go to bat” for them when they are in 
trouble. What is requisite is that the teacher have sufficient emo- 
tional integrity to create a classroom environment which furnishes 
security for children and, at the same time, provides the degree of 
flexibility and freedom which encourages wholesome growth. 


This chapter has dealt briefly with some of the understandings 
and characteristics which teachers should possess in order that 
consideration be given to the needs of individual children. It is 
the belief of the authors of this yearbook that these needs can 
adequately be met only if guidance and classroom teaching are 
regarded as interrelated. They believe that teachers who are 
equipped to accept their responsibility for guidance must under- 
stand how children grow and develop and how they differ one from 
the other in the process. They also believe that such teachers must 
be skilful in studying children to discover their needs and in guiding 
their growth with reference to all the personal and cultural factors 
which relate to wholesome adjustment. Finally, they are persuaded 
that the teacher who guides wisely must himself be mature in out- 
look; that he must be able to accept each child, no matter what 
his behavior, as worthy of his faith and respect. 








Part Two 


Implications of This Point of View 
for Teachers 
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CHAPTER III 


Deciding Upon Objectives 


HE two preceding chapters have sketched the broad outlines 
of the general point of view held by the yearbook committee. 
In the balance of the yearbook the committee has sought to be as 
explicit as possible as to the implications of this point of view. The 
next three chapters direct the attention of the reader specifically 
to the kinds of questions that concern each classroom teacher as 
he plans the instructional program for and with his pupils. 
How would the point of view taken by the committee affect 
a teacher’s decisions about the objectives of instruction? How 
would it influence his decisions in selecting and evaluating learning 
experiences? How would it be reflected in the ways in which a 
school might be organized and a total faculty might work together? 
Chapters III, IV and V seek to explore these questions in some 
detail. The first question under consideration deals with the objec- 
tives of instruction. 


Objectives of Instruction 


In any effort to improve an instructional program there comes 
a time when some attention must be given to the problem of 
objectives. Curriculum development projects often begin at this 
point, for it is a logical starting place. But even when a faculty 
group elects to begin its work by making an appraisal of the present 
program, or perhaps by exploring ways in which learning can be 
made more effective, it will not get far without some recognition 
of the need for an adequate statement of objectives. Someone is 
almost certainly going to ask in what terms the appraisal is to be 
made, or what particular learnings are desirable. At this point the 
problem of objectives has to be faced directly. 


The question to be considered in this chapter relates to the ways 


29 





30 GUIDANCE IN ‘THE CURRICULUM 


in which the general viewpoint of the yearbook committee would 
influence the approach to the problem of determining objectives. 
If a staff rejects the “separatist” view described in Chapter I, and 
subscribes instead to the notion that teaching should be made in- 
separable from guidance, would the staff members then approach 
the problem of objectives in any particular way? Perhaps the best 
way of looking at this question would be to analyze what is in- 
volved in the making of decisions about objectives. If we can see 
clearly what the essential elements of this problem are, we may 
be able to see more easily how the viewpoint of the yearbook com- 
mittee is related to that task. 

Determination of objectives is not a simple problem, especially 
for those who are inclined to view the curriculum in the broad 
sense described in Chapter II. Indeed, this procedure is exceed- 
ingly complex. One must take into account in some way the varied 
nature of the school population, the presence or absence of op- 
portunities for learning outside the school, the many and varied 
pressures currently operating to affect the school program, the 
wide social and economic differences within and among commu- 
nities, the limited amount of time available for elementary and 
secondary education, the different conceptions of the ultimate 
purpose of education, and the like. While the task is a complex 
one, no serious-minded teacher, administrator, curriculum worker 
or guidance worker can turn from it. 

Schools cannot expect, nor should they be expected, to provide 
all the needed opportunities for learning. To a greater or lesser 
degree learning goes on also outside of school, and it goes on con 
tinuously throughout life. Nevertheless schools by their very nature 
are in a unique position to provide a highly favorable setting for 
learning. Certain kinds of skills, understandings, attitudes and 
generalized patterns of behavior can be learned far more effectively 
and economically through well-planned school experience than 
through the informal and unorganized experience provided by life 
itself. By giving systematic attention to the identification of the 
particular learnings which can and should occur primarily as a 
result of school experience, the school is in a much better position 
to organize its instructional program so that the opportunities for 
such learnings are maximized. Without giving careful attention 
to the identification of these learnings the school can easily slip 
into the serious error of allowing its instructional program to be 
guided solely by tradition and of remaining relatively insensitive 
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to the potent and dynamic forces that affect the lives of boys and 
girls it is trying to educate. 

When one considers the range of possible objectives it is per- 
fectly clear that a major problem facing teachers is that of making 
wise and appropriate choices. This problem of making choices is 
enormously complicated by the often conflicting points of view 
within the profession as well as outside of it. The matter is further 
complicated by the fact that choices appropriate for one school 
community are not equally suitable in another. ‘The rapidity of 
both technological and social change serves to bring new additions 
to the list of possible objectives. Therefore, schools that would be 
sensitive to the social realities of our time must examine these 
newer objectives, and, if these are deemed important, should find 
a place for them. In order to find such a place it is often necessary 
for the school staff to decide whether or not less emphasis should 
be given to objectives formerly thought to be essential. Perhaps 
some objectives should no longer be sought at all. It is never easy 
to make such decisions. 

The problem of determining objectives, then, involves answers 
to questions like these: What particular learnings are desirable? 
For which of these learnings is it appropriate to have the school 
assume a major responsibility? For which of these learnings should 
the school be expected to provide experiences that tend to reinforce 
learnings primarily acquired elsewhere? For which of these learn- 
ings is it inappropriate for the school to assume any responsibility? 
These are fundamental questions. The answers to them are never 
completely final. The answers may not be the same in one decade 
as they were in a preceding decade. Because of such considerations 
curriculum study becomes a continuous process, and a school 
faculty can hardly escape the responsibility for frequent re-examina- 
tion of the objectives toward which its instructional program is 
directed. 

It is possible to approach the problem of determining objectives 
in terms of three separate but related questions:* (a) How may 
likely objectives for an educational program be identified? (b) 
How may appropriate selections be made from among the possible 


*For a fuller treatment of these questions, particularly the first two, see R. W. 
Tyler. Basic Principles of Curriculum and Instruction, syllabus for Education 360, 
Chicago: University of Chicago Press, 1950. The writer acknowledges his indebted- 
ness to Professor Tyler for the concepts which form the core of the presentation of 
this chapter. 
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objectives? and (c) With whom does the responsibility rest for 
the identification, selection and formulation of objectives? 


What Are Possible Sources of Objectives? 


Studies of Contemporary Society. With respect to the first of 
these questions it is necessary to identify possible sources of objec- 
tives and to determine how these sources may be effectively used. 
One such source is the vast array of information which can be 
found in studies of contemporary society. The justification for 
turning to such studies is primarily found in the fact that our 
educational enterprise is firmly rooted in the society of which it is 
a part. It is inconceivable that sound educational programs could 
be developed without giving considerable attention to the essential 
characteristics of the society in which the school is so deeply im- 
bedded, and which indeed is the source of support for the school. 
Furthermore, society now makes, and will continue to make, cer- 
tain demands upon young people. It expects them to be able to 
meet these demands effectively, for upon their ability to do so the 
future health and vigor of the society will largely rest. Analyses of 
contemporary society underscore some of those demands. 

Some of these analyses focus primary attention upon the inter- 
national and national scene. We may use the latter to illustrate 
here how wide a variety of generalizations and insights with im- 
portant implications for the school program may be obtained from 
such sources. Studies of population movements, for example, call 
attention to the nature and extent of internal migration from rural 
and urban areas, and from central cities outward to the periphery 
of large metropolitan areas. Many consequences flow from these 
developments, and some of them suggest matters that may be of 
considerable import to the school. Studies of the changing charac- 
teristics of family life serve to identify trends toward which the 
school cannot easily remain indifferent. Similarly, studies of politi- 
cal behavior, of economic aspects of contemporary life, of leisure 
time pursuits, of the effects of mass media of communication, to 
mention only a few further examples, permit characterizations of 
our society in terms of its various aspects. Each of these analyses 
can suggest possible objectives for an educational program. 

Other studies of contemporary society deal more explicitly with 
local communities. Some of these point out generalizations found 
to apply with little variation in most communities. Problems relat- 
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ing to health, government, community planning, recreation, wel- 
fare, and the like are sufficiently common so that insights obtained 
from studies in certain selected communities are generally ap- 
plicable. ‘These insights often suggest important objectives for 
education. At the same time, the particular conditions found to 
exist in any single community may differ significantly from those 
found elsewhere. For example, in some localities the problem of 
maintaining even a minimum standard of living, as far as food, 
clothing and shelter are concerned, may be the most crucial matter 
facing the people of the community. In others this particular area 
may be of relatively little consequence. Instead, the large majority 
of the people, and particularly the youth, may face problems of 
making wise choices as consumers. In some communities antago- 
nisms between various ethnic and social groups may be practically 
nonexistent, while in others this problem may be so acute that its 
consequences may be felt in almost every classroom. Studies of 
these and other aspects of life in local communities, analyses of the 
kinds of activities carried on in the community, community sur- 
veys, and the like provide a wide variety of information which 
may be examined to see what implications there are for educa- 
tional objectives. 

It is important to note at this point that studies of contempo- 
rary society, either at the national or international level or at the 
level of the immediate local community, do not directly yield 
objectives for the educational program in a given school. They 
merely indicate possible directions and emphases in that program 
and need to be considered with suggestions obtained elsewhere. 

Studies of Learners. We may turn, then, to a second source 
of possible objectives, namely, the studies of learners themselves. 
Justification for using this source for identifying possible objectives 
is found primarily in the fact that these studies focus our attention 
upon the child in terms of the factors which may either positively 
or negatively influence his learning. Such studies can tell us what 
children are like—their interests, their potentialities, their needs, 
their concerns. If a teacher knows his students well enough to be 
able to determine what learnings have already been attained, he 
can take steps to avoid wasteful duplication of learning effort. 
Similarly, if the teacher is able to identify significant gaps in the 
students’ previous learning he can make provisions for closing such 
gaps. 

Unless these and other characteristics of students are taken into 
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account, the school can easily fall into the error of determining 
objectives and planning educational experiences which are not 
meaningful to those for whom they are intended. If the school’s 
educational program holds little or no meaning for the pupils, the 
chances are very great that the learning which occurs will be negli- 
gible and that it will not be long retained. ‘This may be the result 
even when a teacher has worked hard with every resource available 
to him to “put it across” to the students. As a matter of fact, 
teachers probably complain more about this unhappy state of 
affairs than any other one thing. While it is by no means easy to 
solve such a problem, it usually helps to understand the matter 
more fully if a teacher can ask, “In what ways is this particular 
lesson, or this particular course, relevant to the things that really 
matter to these particular pupils?” 

Quite obviously, such a question can be answered only if the 
teacher knows a great deal about these pupils. What the teacher 
knows, or is able to find out through continuous evaluation of the 
instructional program, may help him to re-examine the objectives 
he believes to be important, to clarify them, to reformulate them 
in more realistic terms, or perhaps even to substitute other goals 
for them. It should, of course, be clear that studies of learners can 
also furnish important clues as to what means are appropriate to 
help pupils attain these objectives, as well as to indicate what the 
objectives should be. 

There has been, in recent years, a tremendous increase in the 
number and kinds of studies of children and youth. Some of these 
studies are concerned primarily with general characteristics of 
children at various age levels—early childhood, middle childhood, 
adolescence or even with finer breakdowns within each of these 
broad age categories. Other studies focus primary attention upon 
selected characteristics, as in the case of the work of Jersild and 
Tasch on children’s interests.2 Many such studies are undertaken 
and, to the extent that one is inclined to believe that the charac- 
teristics in question apply quite generally to American children, the 
findings are indeed useful for suggesting objectives. Increasingly, 
however, teachers are recognizing that such findings need to be 
supplemented by information that can be obtained about the 
particular children in a given school or class. 


*Arthur T. Jersild and Ruth J. Tasch. Children’s Interests and What They Sug. 
gest for Education. New York: Bureau of Publications, Teachers College, Columbia 
University, 1949. 173 p. 
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It is therefore desirable for teachers, curriculum workers and 
guidance specialists to strive to collect systematically the kinds of 
information about the children in their schools which can be use- 
ful in suggesting objectives. This can be done through observation, 
interview, questionnaire, various kinds of tests, to mention but a 
few of the more commonly used techniques. 

A great deal of work done in this area to date has been primarily 
concerned with the characteristics of individual learners and the 
extent to which these characteristics are found to exist among large 
numbers of young people. In recent years much more attention 
has been paid than formerly to the fact that groups of learners may 
exhibit characteristics that develop, in part at least, because of 
their association as a group. Thelen and ‘Tyler, for example, have 
outlined important group factors to be taken into account.® Further 
studies by Thelen and his associates, and by others working in the 
general field of group dynamics, illustrate the fact that group 
characteristics, as well as individual characteristics, have implica- 
tions for what is to be learned and how effective the learning will 
be.* Since practically all instruction in American schools occurs in 
a group situation and since group factors are known to have a 
powerful influence on learning, it appears that teachers would do 
well to study carefully characteristics of their classroom groups in 
order to get further suggestions for objectives.’ 

It may be well to point out here that it is often difficult, and 
perhaps not necessary, to draw a sharp distinction between the two 
sources for objectives mentioned thus far. Obviously the studies 
of individual learners need to be interpreted in terms of some 
social context in order to have maximum meaning. Correspond- 
ingly, the studies of society need to be interpreted in the light of 
their significance for particular groups of individuals. ‘The work 
of Havighurst and others in analyses of the “developmental task” 
concept serves to illustrate how the individual’s motivations, the 
demands of society, and the maturing of the physical organism 
combine to set tasks which, in Havighurst’s view, may properly be 

* Herbert A. Thelen and Ralph W. Tyler. “Implications for Improving Instruction 
in the High School.” Learning and Instruction. Forty-ninth Yearbook. Chicago: 
National Society for the Study of Education, University of Chicago Press, 1950. 
Chapter 12, p. 304-35. 

* See especially the collection of papers by Professor Thelen and others in the 
October 1951 issue of The Journal of Educational Research, Volume XLV. 

®* See, also, Ruth Cunningham and others. Understanding Group Behavior of Boys 


and Girls. New York: Bureau of Publications, Teachers College, Columbia Uni- 
versity, 1951. 
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considered as objectives of education.’ Studies of developmental 
tasks, therefore, become a particularly useful source for identifying 
possible objectives, because they explicitly take both the learner 
and society into account. 

The Subject Specialist. A third source of possible objectives 
to be considered here is the subject specialist. It has long been the 
practice to organize knowledge in terms of “‘subjects,” and to many 
people education consists of learning the contents of these various 
subject fields. This is particularly true of those who have spent a 
great deal of time in becoming specialists in one or another of the 
subjects. 

Subject specialists are often inclined to suggest objectives that 
are appropriate chiefly for those who are also to become specialists 
in a given field. To the extent that this is true the specialist is help- 
ful primarily in identifying objectives appropriate for a limited 
group, but not for all students. Each of the specialists tends to 
think that schools should give more attention than they now do to 
matters he believes to be of crucial importance. What this usually 
means is that if he is an historian the specialist will be prone to 
suggest objectives that could only be attained by adding more 
history to the school curriculum. ‘The same would hold for the 
specialists in mathematics, science, language and other well-known 
subjects. Such a situation can lead only to confusion and, as almost 
any secondary school teacher knows only too well, to open rivalry 
and competition among the adherents of the various subjects for 
the students’ time. 

If, however, the subject matter specialist is asked to suggest the 
ways in which his speciality can make a distinctive contribution 
to the general education of a wide variety of young people, his 
answers can indeed be helpful and can yield suggestions which are 
more realistic in terms of the total educational task confronting 
our schools. Fortunately, there are increasing numbers of subject 
matter specialists who are giving attention to this problem. We 
therefore have access to a number of statements that are extremely 
useful to teachers. It is now nearly fifteen years since the Commis- 
sion on Secondary School Curriculum of the Progressive Education 
Association published a series of reports on the place of science, 
social studies, mathematics, language and other subject fields in 
general education. These reports have been widely used and have 


*Robert J. Havighurst. Human Development and Education. New York: Long- 
mans, Green and Company, 1953. 
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been found generally very useful to teachers. ‘The recent curric- 
ulum bulletins of the National Council for the Social Studies are 
further illustrations of helpful statements from those with com- 
petence in a particular subject field.’ Perhaps the most compre- 
hensive effort in recent years to get suggestions for objectives from 
subject matter specialists, as well as from other sources, is that 
of the Mid-Century Committee on Outcomes in Elementary Edu- 
cation.* Recognized authorities submitted to the committee their 
statements of desirable outcomes in subject matter learning and 
intellectual competence. These were taken into account, along 
with other authoritative statements on personal development and 
social maturation, by the committee in preparing its final recom- 
mendations. 


It is possible for specialists in the various subject fields to indi- 
cate not only the particular contributions that are unique to their 
own field, but also to suggest how their own field, along with other 
subject matter areas, may make a substantial contribution to the 
total educational program for youth. In either case, the subject 
matter specialist is seen as a valuable source to whom educators 
may turn in their quest for possible objectives. 


In the degree that a school looks solely, or even primarily, to 
one or another of the above mentioned sources in its efforts to 
identify objectives, it opens itself to criticism. If suggestions are 
taken primarily from the analyses of contemporary society, or from 
studies of the learner, or from reports of subject matter specialists, 
the resulting statement of objectives will lack both the compre- 
hensiveness and balance that are needed to develop a well-con- 
ceived instructional program and to meet the needs of individual 
boys and girls. 


7 Mary Wilcockson and Ernest Horn, editors. Social Education for Young Chil- 
dren. Curriculum Series Number Four. Washington, D. C.: National Council for 
the Social Studies, a department of the National Education Association, 1946. p. 119. 

Loretta E. Klee, editor. Social Studies for Older Children. Curriculum Series 
Number Five. Washington, D. C.: National Council for the Social Studies, a depart- 
ment of the National Education Association, 1953. p. 139. 

Julian C. Aldrich, editor. Social Studies for Young Adolescents. Curriculum Series 
Number Six. Washington, D. C.: National Council for the Social Studies, a depart 
ment of the National Education Association, 1951. p. 87. 

Eunice John, editor. Social Studies in the Senior High School. Curriculum Series 
Number Seven. Washington, D. C.: National Council for the Social Studies, a 
department of the National Education Association, 1954. 

*Nolan C. Kearney. Elementary School Objectives. Report of the Mid-Century 
Committee on Outcomes in Elementary Education. New York: Russell Sage Founda- 
tion, 1953. 
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The process of identifying possible objectives from such sources 
as those mentioned involves a good bit of analysis and interpreta- 
tion. As has been pointed out earlier, objectives are rarely directly 
identifiable from the sources themselves. The analyses of contem- 
porary society and studies of the learners, for example, can give 
us a great deal of information about things as they now are. Such 
information can suggest objectives only when we have some notions 
about how things ought to be, and can then compare and contrast 
the conditions found with what we believe ought to obtain. If there 
is a gap between these two, and if we believe it is the function of 
the school to help close such a gap, we have a clear indication of 
a possible objective.° 


How To Approach the Determining of Objectives 


Let us now return to the question raised initially in this chapter. 
Does the point of view that instruction is inseparable from guidance 
influence the way in which teachers and other guidance workers 
approach the task of determining objectives? 

First of all, curriculum workers who appreciate the central role 
which the classroom teacher plays in guiding individual boys and 
girls are not likely to restrict their investigation to less than the 
full range of the sources of learning objectives. ‘The teacher or 
supervisor who never loses sight of the functioning human being 
as he approaches the professional problem of determining objec- 
tives cannot limit himself to a single school of thought. He under- 
stands that if objectives are derived largely from studies of the con- 
temporary society with insufficient reference to the capacities, in- 
terests and motivations of the learners, the resulting instructional 
program is not likely to include classroom experiences which will 
help boys and girls resolve problems of social adjustment important 
to them. Similarly, he recognizes that to conceive of objectives as 
stemming largely from the inner psychological and growth needs 
of human beings is to forget that wholesome personal growth can 
be achieved only within a social context and only through behavior 
which meets in all essential respects the requirements of con- 
temporary society. He further appreciates that when objectives are 


*Ralph W. Tyler. “Translating Youth Needs into. ‘Teaching Goals.” Adapting 
the Secondary School Program to the Needs of Youth. Fifty- second Yearbook, 
National Society for the Study of Education, Part I. Chicago: University of Chi- 
cago Press, 1953. p. 215-29. 





DECIDING UPON OBJECTIVES 39 


limited to the mastery of academic content a fairly high level of 
interest and intellectual capacity is required to attain them. All 
growing boys and girls do not readily share the specialist’s enthusi- 
asm for his subject. Such objectives will fail to encompass for many 
boys and girls both their personal needs and the societal demands 
made upon them. 

The importance of a broad attack upon the problem of investi- 
gating sources of objectives—complex though the problem may be 
—can be readily accepted by those who are convinced that the 
ultimate goal of all classroom experiences is to help each pupil 
learn what he needs in order to function with social effectiveness 
and personal happiness. 

In the second place, does the position of this yearbook with 
reference to the integral relationship between guidance and in- 
struction have implications for the ways in which the above men- 
tioned sources for objectives might be utilized? Learning is com- 
monly viewed as the acquiring of desired patterns of behavior. 
Presumably among the kinds of behavior desired by both the learner 
and the school are those which facilitate a socially acceptable 
adaptation to a continuing succession of problem situations. It is 
the student, however, who must learn to make this adaptation, this 
adjustment. The effective guidance worker, correspondingly, would 
view his contacts with students as opportunities for this kind of 
learning to occur. An important implication would therefore seem 
to be that both the teacher in performing his “guidance” function 
and the specialized guidance worker in performing his “teaching” 
function need to develop a knowledge and understanding of the 
kinds of situations to which society requires young people to make 
satisfactory adaptations. 

A third and related implication grows out of the fact that such 
situations are by no means unchanging. For this reason both teach- 
ers and guidance specialists must periodically examine the demands 
society makes in order to enlarge their understanding of the ad- 
justive behavior required. 

Fourth, the necessity for studying learners individually and col- 
lectively in order to identify possible objectives places a consider- 
able obligation upon the classroom teacher. It is not likely that 
this work will be accomplished in anything more than a superficial 
way if a teacher regularly must see a hundred or more different 
pupils each day. But, even where the number of individual pupils 
with whom a teacher has daily contact is such as to make these 
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studies feasible, the teacher may wonder whether efforts to study 
his pupils somewhat systematically are really worth while. It might 
be interesting for such a teacher to experiment a bit. He might try 
for a month or so to accumulate as much information as possible 
about individual pupils in one of his classes, and about the structure 
of the group. Meanwhile, in another class, he would follow his usual 
procedures. He might ask the help of counselors and other special- 
ized guidance personnel both in the accumulation and interpreta- 
tion of data collected. He might communicate his own information 
to others, particularly to guidance specialists, so that their work 
with these pupils might also be more meaningful. At the end of 
the month he might ask himself whether or not the experience of 
collecting and studying a wide variety of these data had influenced 
his teaching practices appreciably, or whether it was easier for him 
to help pupils attain certain objectives in one case than in the other, 
or whether he tended to view the problems of learning encountered 
by one group any differently than those encountered by the other. 
He might ask whether greater knowledge of his pupils did in fact 
make it possible for him to do a more creative, more satisfying job 
of teaching. The yearbook committee believes that the findings 
would be affirmative, but the argument would be much more per- 
suasive if a teacher’s own experience led him to a similar conclusion. 

Finally, it can be pointed out that involving the learners them- 
selves in the process of determining possible objectives is a useful 
means of providing teachers with valuable insights as to matters 
that are important to children. Many teachers, in trying out this 
aspect of pupil-teacher planning, have found that the joint efforts 
of teachers and pupils can provide both with a clearer understand- 
ing of what the objectives mean and why they are worth pursuing. 
Not only is the teacher here helping to guide pupils toward desir- 
able goals, but the pupils’ observations and judgments are helpful 
in guiding the teacher’s actions. At this point it is indeed difficult 
to distinguish between “guiding” and “teaching.” 


Selecting and Stating Educational Objectives 


In general, two kinds of considerations become relevant as the 
problem of selecting objectives from among those identified is 
approached. The first has to do with what ought to be learned, and 
the second with what can be learned. 





DECIDING UPON OBJECTIVES 
What Ought Young People To Learn? 


Let us assume that a junior high school language arts teacher 
identifies the following as being among the potential objectives 
for his class: learning to appreciate and enjoy poetry, developing 
skill in creative writing, understanding certain aspects of formal 
grammar, learning how to locate information, learning how to 
read a newspaper, broadening reading interests. Let us say that the 
existing program in this school provides for some instruction 
focused upon these, as well as other language arts objectives. ‘Tak- 
ing a realistic view of what is possible in the time available, the 
teacher chooses to give major emphasis to the first three of the 
objectives mentioned even though he thinks that to do so will pre- 
clude much, if not all, attention to the last three. In some way he 
has convinced himself that the former are more important than the 
latter. He has made a decision on the basis of what he thinks ought 
to be learned. 


When the teacher asks the question, “What ought young people 
to learn in school?” he can answer it only in terms of some concepts 
about the worth of the individual, about the nature of the good life, 
about the place of education in helping young people to find that 
good life, about the role of formal schooling in this regard, and 
about the role of the school in society. Many teachers may say that 
they do not have time to give much attention to matters of this 
kind, and indeed this may be true. Nevertheless, in every decision 
a teacher makes about educational objectives (and in most schools 
the classroom teacher’s decisions on this point are the ones that 
really determine the nature of the educational program) he is 
acting as though he entertained real convictions on these broad 
questions of educational philosophy. Whether or not he is aware 
of the strength of these convictions, his decisions about educational 
objectives are, nevertheless, based upon them. He selects from 
among potential objectives those that are consistent with his own 
views in these matters. If these views are not themselves internally 
consistent, it is highly probable that the objectives selected will re- 
flect this inconsistency. 


If everybody’s views were the same, or if the range of possible 
objectives were so small that all could be accepted, there would be 
no very serious problem. But neither of these conditions obtains. 
Not infrequently one sees in the same school instruction that re- 
flects sharply contrasting views of the purposes of education. Dif- 
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ferences in viewpoint are to be expected, and even encouraged, 
provided that the total effect of such differences is not to diminish 
the effectiveness of instruction as far as the children are concerned. 
Nevertheless, a staff ought constantly to work toward the point 
where there is sufficient agreement so that the instructional program 
is not guided wholly, or even partially, by an educational philoso- 
phy that is inconsistent. 

Viewed in this light, the effort of a staff to build a sound educa- 
tional philosophy is not seen as an academic exercise merely to 
satisfy the requirements for a mimeographed page to hand out to 
visitors or for a high-sounding preface to a curriculum report. The 
educational philosophy of a school becomes a useful tool to guide 
the deliberations of the staff as it considers a variety of important 
educational questions. One of its most valued uses is to serve as a 
means of selecting objectives. It can call attention to objectives 
that ought to permeate the whole school program so that important 
learnings are reinforced at many points. Even more importantly, 
it can help to prevent situations in which various members of the 
school staff actually work at cross purposes. In order that it may be 
continually useful in this way, the statement of educational philoso- 
phy itself needs to be scrutinized from time to time to see whether 
the beliefs upon which it is based are still tenable. It ought not 
to be a rigid, inflexible statement, but rather one which can be 
modified or extended when it becomes apparent that the existing 
formulation is no longer completely adequate to serve its purposes. 


What Can Young People Learn? 


By considering also the question, “What can be learned?,” the 
teacher is helped materially in the selection of objectives. This 
question can be answered in terms of our knowledge of how learn- 
ing takes place, the factors which tend to motivate and encourage 
learning, those which inhibit learning, how much learning may 
reasonably be expected and the extent to which transfer of learning 
can occur. In short, it is at this point that the teacher can make 
effective use of his general knowledge of educational psychology 
and learning theory. Here again the teacher may say that he has 
little or no time in a busy day to give thought to such matters as 
these. But once more we may note that every day he makes deci- 
sions that are based in part on his conception of how learning takes 
place and what learning is appropriate for the children with whom 
he works. If these concepts are inadequate, if they are based upon 
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faulty notions of the learning process, it is quite likely that he will 
make some decisions about objectives that are unrealistic. 

On the other hand, if the teacher were to make explicit his ideas 
on the nature of the learning process, or if a school staff were to 
develop a statement of learning theory that squares with what is 
now generally well known, there would then be available a second 
very helpful tool for the selection of objectives. For example, such 
a statement would be helpful in distinguishing between those learn- 
ings which are generally known to be attainable at given age levels 
and those which are not. Experimental evidence thus far available 
suggests that intensive efforts at the middle grade levels to have 
children master certain time and place concepts are not justifiable.” 
Such learning appears to be more likely to occur, and with con- 
siderably less effort, in the junior high school grades. Similarly, such 
a statement would help teachers to distinguish between learnings 
which are acquired slowly, over a long period of time, and those 
which may occur much more quickly. ‘Thus, the understanding of 
basic concepts, such as “interdependence” and “justice,” appears 
to grow very slowly and only after repeated exposures to appropriate 
learning experiences over a long period of time. ‘The same is true 
for attitudes and for many of the skills associated with critical 
thinking. 

When potential objectives have been identified in some such 
fashion as that described, and when selections from among them 
have been carefully made, there remains the problem of stating 
them in a form which will be most useful in developing the in- 
structional program. This is an important problem, for unless the 
objectives are genuinely useful they will readily be filed away un- 
used and the instructional program is quite apt not to reflect in 
any visible way the effort that has gone into the formulation of 
appropriate objectives. The two ways in which objectives are most 
commonly used will be considered here. The first is to facilitate 
the selection and organization of learning experiences, and the sec- 
ond is to give explicit direction to a program of evaluation designed 
to appraise the effectiveness of instruction. ‘There are obviously 
other uses for well-formulated statements of objectives, but these 
two are of paramount importance. If the objectives are not func- 


*Alice Flickinger and Kenneth J. Rehage. “Building ‘Time and Place Concepts.” 
Improving the Teaching of World History. Twentieth Yearbook. Washington, 
D. C.: National Council for the Social Studies, a department of the National 
Education Association, 1950. p. 107-16. 
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tional in that they serve at least these two purposes, it is not likely 
that they will be used at all in any significant way. 

When learning is viewed as a process of changing behavior, ob- 
jectives may be taken as descriptions of the kind of changes desired. 
When one learns, he has really acquired new ways of responding 
to particular situations—new ways of thinking, feeling and acting. 
Learning is an active process, involving action on the part of the 
learner. An important kind of learner action is practice, for learn- 
ings are most likely to be acquired if there are frequent opportuni- 
ties to practice the behaviors sought. It is important, therefore, for 
statements of objectives to include a clear indication of the behavior 
desired. But these behaviors occur in some particular context. ‘They 
are carried on with reference to some particular content. ‘The clear- 
est direction to the teacher, then, comes from a statement of ob- 
jectives which describes both the behavior desired and the content 
in which such behavior is believed to be appropriate. 

When objectives are stated so that both these elements are 
present it is generally quite easy to see what kind of learning ex- 
periences must be planned, and the kind of content with which 
these experiences should deal. For example, the objective, “to 
develop skill in critical thinking,” is hardly explicit enough to give 
direction to the planning of an instructional program. The be- 
haviors associated with critical thinking need to be specified more 
clearly, and the kinds of problems with which this critical thinking 
is to deal need to be delineated in general terms. Thus, the objec- 
tive, “to be able to determine the basic assumptions in opposing 
points of view on social issues,” gives immediate and clear direction 
to the teacher in planning learning experiences. Students would 
obviously need to have practice in the determination of assump- 
tions in situations involving controversial points of view with 
respect to social problems. 

In the same way this degree of explicitness in the statement of 
objectives can be suggestive with respect to the development of 
various means of appraising the instructional program. Generally 
speaking, teachers are of the opinion that evaluation of pupil prog- 
ress in terms of objectives other than knowledge and understanding 
of subject matter is extraordinarily difficult, if not impossible. As 
long as this belief is widely held there is little reason to expect that 
much effort will be made to appraise growth in the direction of 
other kinds of objectives. If this were the case, we might never have 
more than the most subjective judgments as to the effectiveness of 
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instruction with reference to attitudes, interests and the like. To 
be sure, it is not a simple matter to develop means of appraising 
these kinds of behavioral changes. But an effort to be clear and pre- 
cise as to the nature of the behavior desired and the situations 
where such behavior is likely to be manifested—in other words, a 
clearly formulated statement of objectives—is a necessary first step 
in approaching the problem of evaluation of instruction. 


Setting Realistic Objectives 


In this section we have seen that the job of selecting objectives 
involves at least two critical questions: what ought to be taught, 
and what can be taught? We have seen also that answers to these 
questions are more readily obtained if a staff has given thought 
to the educational philosophy upon which it wants to build an 
instructional program and to the ways in which effective learning 
takes place. How would the point of view expressed in this year- 
book affect a teacher’s decisions which relate to selecting and stat- 
ing educational objectives? 

When teachers accept the interrelationship of guidance and in- 
struction they deal with the question of what ought to be learned 
from the viewpoint of the effect of their answer upon the lives 
of the boys and girls they are teaching. The question can never 
become purely academic or impersonal. This is not to say that the 
problem of “ought” can be approached uncritically. It is rather 
merely to stress that there is bound to be a predisposition on the 
part of a teacher who conceives of himself as both instructor and 
guide of children to be sensitive to pupil needs and to the whole 
problem of individual differences. As he and his colleagues who 
hold a similar view attempt to think through a satisfactory educa- 
tional philosophy to guide their choice among alternative objec- 
tives, it must of necessity be centered in the conviction that human 
beings of whatever age or condition are eminently important in 
our society and that, as pupils, each deserves the respect and trust 
and help of his teachers. Such conviction would fundamentally 
influence their choices. 

In decisions relating to what can be learned, the teacher who 
supports the point of view presented in this yearbook would find it 
congenial to accept and use the major findings of psychology rela- 
tive to growth sequences and their meaning for readiness, and those 
relating to the principles of learning. Both make possible a selec- 
tion of learning objectives more wisely related to the needs of each 
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student than would be true if these findings had been disregarded. 
Such individualization is of the essence of guidance. 

A further implication for those who agree that guidance and 
instruction are inseparable is that the task of selecting objectives 
is one which requires a good measure of cooperative effort among 
teachers in a given school, and that guidance specialists must also 
be involved. ‘This cooperative effort might well be directed toward 
the formulation of basic beliefs about what ought to be learned 
and toward the development of genuine insight into the conditions 
under which various kinds of learning are most likely to occur. The 
context provided by such beliefs and insights should be materially 
helpful to individual teachers in selecting the kinds of objectives 
that are most appropriate for the boys and girls in their classes. 

The task of stating objectives in terms of behavior and content 
likewise calls for cooperative effort among teachers. Only when 
he knows in what areas of content a particular type of behavior 
has already been applied can the teacher guide and extend the sub- 
sequent experience of his pupils in most meaningful ways. Thus, 
the more one tends to view guidance and instruction as inseparable 
the more one is required not only to accumulate a considerable 
fund of knowledge about the total instructional program but also 
to participate with others in the development of that program. 


Who Determines Educational Objectives? 


We may now turn briefly to the third major problem to be faced 
in connection with the determination of objectives, namely, the 
question of who is to assume responsibility for the tasks that have 
been thus far described. Implicit throughout the discussion thus 
far is the notion that society in general, parents, pupils, as well as 
professional educators, all have a considerable stake in the answers 
to the questions that have been raised. 

The representatives of society, the state and the local school 
boards, are the legally constituted authorities charged with the re- 
sponsibility of providing an adequate education for youth. Gen- 
erally this responsibility is discharged through setting down quite 
broad limits within which the schools are to operate, although state 
legislation sometimes makes very specific requirements. Recent 
years have seen an intensification of interest in the objectives of 
the school on the part of extralegal but, nonetheless, influential 
organizations. Such organizations may function at the national, 
state and local levels. Parent groups and citizens groups are ex- 
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amples of organizations at the local level that are quite properly 
concerned with the objectives of education in their respective 
communities. 

‘The legally constituted agencies can and must give careful con- 
sideration to the general character of the education to be provided 
for youth. The extralegal agencies can and should do likewise. It 
is becoming increasingly apparent that both kinds of groups are 
speaking to this point, often with many voices. Whether they do 
so in a way that is calculated to make the schools a servant of special 
interest groups, or in a way that takes the broader view of the in- 
terests of the whole of society, should depend upon the nature and 
extent of the information used as a basis for decision. One of the 
very real services of the professional educator—administrator, teach- 
er, curriculum worker, guidance counselor—to society is that of pro- 
viding accurate data and informed judgments upon which to rely 
when broad questions of educational policy are being considered. 

Within the broad limits thus established, however, there can 
be little doubt but that the responsibility for deriving and formu- 
lating objectives and for building an instructional program con- 
sistent with those objectives rests with the professional educator. 
This is not to say that the professional staff will not need to coun- 
sel frequently with nonprofessional groups in order to make a con- 
tinuous check upon the validity of its basic decisions. ‘The point at 
which these decisions are directly implemented, however, is the 
classroom. In a very real sense, therefore, the classroom teacher is 
the key person in this whole process. He, more than any other one 
person, is in a crucial position to translate the school’s educational 
objectives into appropriate instructional goals in his own classroom. 
As was pointed out in Chapter I, it is he who will have to work out 
the details of the solution to the problem of developing an in- 
structional program sufficiently flexible to insure “a good fit” with 
the purposes, interests, needs and capacities of each of his pupils. 

While recognizing that the teacher is central in the dynamic 
process of developing a sound program of classroom instruction and 
guidance, it is necessary to realize also that he is by no means ex- 
pected to undertake this responsibility alone. ‘The very nature of 
the tasks outlined in the preceding pages indicates clearly that the 
demands are such that no individual could hope to meet them 
without extensive aid from others. Moreover, it is very likely that 
the most important objectives identified through the processes de- 
scribed will be ones which can be achieved in appreciable amounts 
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only over a period of years. The learning that goes on in any par- nie 


ticular classroom will be profoundly affected by what has gone on pan 
previously and ought to take into account learning opportunities Y 
likely to be available in subsequent years. It is perfectly clear, there- 


fore, that the task of determining objectives is one that requires o 
A “olay: obj 
cooperation and shared responsibility. Cooperative activity is not oa: 
merely desirable in this case. It is essential. ae 
Few people would admit that the development of an instruc- of 
tional program should be regarded as an end in itself. Yet our prac- sil 
tices often make it appear that such is the case. We often engage ai 


in child study without ever asking explicitly what implications such a 
study holds for matters pertaining to instruction. We set up elabo- 
rate organizational arrangements for something called “guidance” 
without ever asking how the activities carried on there could or 
should be related to the on-going program of instruction. We 
sometimes are able to identify problems with obvious implications 
for the classroom (such as those relating to drop-outs or irregular 
attendance) and then say, “That is a problem for the counselor or 
the Child Study Department to consider.” Staff members thus 
often expect that the specialized guidance personnel will not only 
consider the problem but that they will also deal with it in such 
a way as to lessen its importance and thus remove one more source 
of frustration for the classroom teacher. ‘These and other practices 
seem well calculated to maintain a separation between guidance 
and instruction. ‘They tend to confirm the suspicion that guidance 
and instructional activities are often very close to being regarded 
as ends in themselves. 

One way of giving emphasis to the integral relationship between 
guidance and instruction, and to the fact that neither can be prop- 
erly viewed as an end in itself, is to analyze in some detail the 
major instructional tasks. In this chapter we have tried to do just 
this with reference to the instructional task of determining objec- 
tives. 


an 
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We have seen that the determination of objectives is no simple 
task. We have seen that it involves broad questions of sotial and 
educational policy. We have seen that the staff of a school must 
develop a sensitivity both to the demands of society and to the 
needs of individual pupils. We have seen that the determination 
of objectives requires cooperative effort. ‘This cooperation will, at 
different points and for different purposes, involve the professional 
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staff of the school and various interested nonprofessional groups, 
teachers of different subjects and grade levels, teachers and guidance 
specialists, teachers and parents, teachers and pupils. 

The classroom teacher is central in all this activity, for it is in the 
classroom that the instructional program designed to achieve these 
objectives takes its ultimate form. It is there that we see the extent 
to which the objectives are in fact selected so that individual boys 

and girls may meet both their personal needs and the expectations 
of society. When this happens we can be relatively certain that 
guidance and instruction are viewed as inseparable. 

To test further the validity of this conception of the relationship 
between guidance and instruction we turn in the next chapter to 
an analysis of another important instructional task—the selection 
and evaluation of learning experiences. 








CHAPTER IV 


Selecting and Evaluating 
Learning Experiences 


HE preceding chapter has stressed the fact that, for instruc- 

tion to be inseparable from guidance, learning objectives must 
stem from needs of children—needs which relate to the social 
demands made upon them as well as to the interests, desires 
and capabilities of the boys and girls themselves. Certain purposes 
and goals are important for all children, others are common to those 
of a given developmental level, and still others relate to the special 
needs of each youngster. For effective learning to take place, all of 
these goals and purposes must be accepted by the learner as objec- 
tives which are important in his own life. 


Defining Learning Experiences 


We usually think of learning experiences as the means by which 
an educational objective is gained. There is, of course, no clear-cut 
separation of means from ends or of learning experiences from goals. 
If a sixth grade girl says, “I want to make a cake,” and thereupon 
sets about the activity of making a cake, it is hard to separate goal 
from learning experience. If, however, she says, “I want to learn 
how to cook” and bakes a cake in the process, this learning experi- 
ence is one of many which advance her toward her goal. For pur- 
poses of this chapter we will think of a goal or objective as sufficient- 
ly generalized and long-range to demand a variety of learning 
experiences for its achievement. 

To define “learning experience” further, we can say that it 
is the reaction or the response which an individual makes to an 
environmental situation of which he is a part. What appears to be 
the same classroom situation or learning activity is “internalized” 
in a somewhat different way by each individual who is exposed to it. 
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What each actually experiences depends upon the lifetime of pre- 
vious experiences he brings to it, as well as his particular pattern 
of physiological and mental characteristics. A learning experience, 
therefore, is in actuality a highly individualized thing. While in 
common educational parlance we speak of a “learning experience” 
as building the grocery store or participating in the panel discussion 
or doing the arithmetic problems, these are, actually, the activities 
from which accrue as many different learning experiences as there 
are pupils in the classroom. The reactions of the pupil to such things 
as the books he reads, the music he hears, the places he visits, the 
children with whom he associates, the ideas he thinks about, the 
objects he creates with his hands, the disciplinary methods he ex- ° 
periences at the hands of his teacher—ad infinitum—constitute his 
learning experiences. 


How This Guidance Philosophy Influences the Selection of 
Learning Activities 


This chapter is concerned with the learning opportunities which 
the teacher makes available to children. Does the fact that the 
teacher feels, or fails to feel, that one of his most important func- 
tions is the guidance of individual boys and girls make a difference 
in the learning experiences he provides? The writers of this year- 
book are quite sure that it does. A teacher who integrates guidance 
with his classroom teaching is oriented primarily with reference to 
individual children and knows that whatever the content of his 
subject field or fields happens to be, the child will learn this content 
only if the approach used is congenial to him. 

The teacher knows that there are many ways to encourage 
growth toward a given academic objective and that different chil- 
dren will find it profitable to take different routes. On the other 
hand, a teacher who considers the adjustment problems of indi- 
vidual children solely the concern of a specialist is primarily 
oriented with reference to the content of the course of study and 
tends to assume that all the children in his classroom can be given 
essentially the same learning tasks. In the first instance the teacher 
is much more flexible than in the second, because he is convinced 
that the state of mind of a given child, compounded as it is of his 
feelings, his attitudes, his physical energy and his capacities, has a 
tremendous effect upon his acceptance of the things the teacher— 
and in back of him the school and the society—thinks should be 
taught. 
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What the Principles of Learning Imply for Guidance 


First of all, the teacher who incorporates guidance in his class- 
room teaching provides learning experiences in harmony with what 
he knows about how learning takes place. In the following pages 
some of the implications of certain principles of learning for guid- 
ance and teaching as related functions are briefly reviewed. 


Learning takes place more readily if the child accepts as useful 
and important to him the activities in which he is expected to 
engage. Teachers cannot put this principle into classroom practice 
unless they are well-grounded in the developmental needs of chil- 
dren at various age levels and unless they know enough about each 
child to make intelligent guesses concerning the kinds of experi- 
ences in which each will find personal significance and meaning. 
In line with this principle, a teacher who makes instruction insep- 
arable from guidance provides a range of activities which will meet 
the varied individual needs of his pupils and helps them develop 
genuine feelings of need for the knowledge, skills and values re- 
quired to meet societal expectations. 

In some classrooms more time and care on the part of the teacher 
should undoubtedly be given to the applications of learning to 
practical life situations within a setting with which the youngsters 
can identify themselves. It would be interesting for a teacher regu- 
larly to ask his pupils what they have learned during this day or 
this week, or in this unit or project which they feel they can really 
use; and what they have learned for which they can see little or no 
use. Such direct evaluation might help the teacher see how to 
bring meaning to things that children do not seem to feel are 
important to them, and to face the problem of whether some 
activities might be substituted for others of more significance to the 
children in question. 


A child’s learning is both richer and easier if he shares in select- 
ing and setting the goals of learning, in planning ways to gain them, 
and in measuring his own progress toward them. There is no better 
insurance that a child will accept a learning activity as important 
in his life than to involve him in selecting the goals toward which 
he and his group should be striving, and to encourage him to think 
about the kinds of activities which will help him gain these ob- 
jectives. If he is also involved in “taking stock” of himself at ap- 
propriate intervals, his experience relative to any given unit of 
work is four-fold. He gains experience in deciding what, in the 
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light of his own needs and the needs of his group, it is important 
to “shoot for”; he gains further experience in logical and versatile 
thinking as he considers the range and variety of activities appro- 
priate for the intended purpose, and in exercising choice between 
alternatives; his background is enriched through participation in 
various aspects of the activities he has had a share in selecting; and, 
finally, he gains in critical thinking and in self-knowledge as he 
attempts to analyze the variety of experiences he has gained, the 
level of success he has achieved, and the next steps which seem 
appropriate for him. 

All of these aspects of learning are guided by the wise teacher. 
The simplicity or complexity of the situation with which the 
teacher encourages the youngsters to deal depends upon their 
maturity and their previous experience in planning and evaluating 
their own activities. There are few school children who are too 
young, however, to accept some responsibility of this kind. 

In a subject centered situation where the teacher typically sets 
the goal, gives the assignment, grades the papers and issues the 
marks, the child is not only denied three-fourths of the total learn- 
ing opportunity but the one-fourth reserved to him is likely to be 
achieved less efficiently and well since the goal and the methods 
have been superimposed. Not only is learning less efficient and less 
tich but such a situation reflects a teacher-pupil relationship in 
which an essential guidance ingredient appears to be missing. ‘The 
teacher who guides as he teaches shows his basic respect for boys 
and girls, his faith in the worth of their ideas, and his confidence 
in their growing capacity for exercising independent judgment and 
choice by providing opportunities for his pupils to become progres- 
sively more self-directive. Where such opportunities do not exist 
we have a paternalistic rather than a guidance relationship between 
teacher and pupil. Paternalism breeds either dependence or re- 
sentment or both and is antithetical to the objectives for which 
guidance strives. A teacher who is striving to relate instruction to 
guidance in the application of this principle may want to check 
up on himself occasionally by asking, “How much of the ‘doing’ did 
I do today as contrasted with what the pupils did? Might their 
experiences have been richer if I had shared with them more gen- 
erously the jobs of goal-setting, planning and evaluating?” 

A child learns to solve his life problems—some of which he can- 
not now anticipate—only to the degree that he is capable of under- 
standing himself and directing his own actions. This proposition 
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is a derivative of the principle which precedes it. It deserves separate 
analysis because it touches upon the whole problem of the evalua- 
tion of learning experience. 


The major objective of guidance, as indeed of education itself, 
is to help each individual to face confidently and to solve intelli- 
gently his persisting life problems. The form in which these are 
likely to appear cannot always be anticipated. For this reason it 
is important to encourage growing boys and girls to become self- 
directive. ‘Teachers and counselors would like to help them know 
how to choose wisely between alternative courses of action and to 
make suitable plans for their own lives. Such intelligent self-direc- 
tion, however, stems from self-understanding—from fair recogni- 
tion by the individual of what he can and cannot do, of the progress 
he has made to date and the next steps he needs to take. His 
knowledge of himself must be far broader than that which relates 
to his academic achievement. He must learn to understand himself 
as a member of his family, as a friend and companion with his own 
peers, and as a worker and cooperator in a wide range of activities 
which call for different personal skills. He must gradually gain in- 
sight into how such things as his health, his appearance, his char- 
acter traits and his social adjustment serve to help or hinder him 
in gaining his goals. 

Growth in self-understanding is progressively achieved through 
guided experience in sizing up one’s self in many different situa- 
tions which demand the display of different skills. It is not achieved 
in school solely through a monthly or quarterly teacher’s estimate 
as entered on a report card. In fact, most report card entries do not 
contribute much to self-enlightenment. Neither is much develop- 
ment in self-understanding gained from the teacher’s grades on 
arithmetic papers or English themes. Often such teacher evalua- 
tions precipitate no analytical thinking on the part of the pupil 
but are merely passively or gleefully or resentfully accepted as 
something handed out to him by a teacher-judge. All of this is to 
say that the learning experiences gained from evaluation of this 
kind may actually be harmful since they may encourage the young- 
ster to shift responsibility and to rationalize his deficiencies. Marks 
and grades also may tend to distract him from his major objectives. 
It might prove interesting to a teacher consciously to observe the 
expressions on the faces of the youngsters at the time he returns a 
set of papers or issues the report cards. How many of these boys and 
girls respond to their marks with disappointment, elation or a 
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“don’t care” attitude? How many seem genuinely to be stimulated 
to find out what their present difficulties are and what they can do 
about them? 


Experiences which help the child size himself up with fairness 
and frankness are, however, important to encourage, and such 
evaluation should be an on-going aspect of every learning activity. 
This presupposes classroom and out-of-class situations in which at 
appropriate intervals a wise teacher helps boys and girls talk about 
and think about, first what it is important for them to be learning 
and doing, and then how well or poorly they seem to be progressing 
with reference to quite specific goals. For a second grade teacher, 
for example, to take time to discuss with the children such a ques- 
tion as “How are we getting along with our mural?” encourages 
analytical thinking at an appropriate, second grade level. One child 
may say, “We get in each other’s way. We could do better if some 
of us worked at our seats while a few worked on the mural.” A 
second may comment that the children are sharing the equipment 
nicely; or a third may say, “The roof on the schoolhouse looks 
funny.” Using such comments as a point of departure, the teacher 
can guide a discussion about both the children’s methods of work 
and the quality of the product they are turning out. The children 
thus participate in one more experience in thoughtful considera- 
tion of the measure of their success thus far, and the improvements 
or shift of emphasis which should be made from this point on. 

As the children become older they are able to analyze the results 
of their efforts on a more mature level and to consider a wider 
range of factors which might relate to their success or failure. But, 
whether in the kindergarten or the senior high school, every young- 
ster, at his own developmental level, can and should share with 
his teacher the task of appraising his own progress. 

As with any good principle of learning, guidance in self-evalua- 
tion is not foolproof. Seeing himself with all his inadequacies and 
limitations may be a shattering experience for a person who is not 
psychologically ready to accept, to evaluate and to learn from what 
he sees. A sensitive teacher perceives how much a given child is 
able to “take” in self-revelation without undermining his basic 
self-assurance. Such a teacher helps each child set standards which 
are reasonable for him in light of what the teacher can discover 
about his capacities and his background of experience. ‘Thus the 
child is encouraged to measure himself against a yardstick which 
helps to assure acceptable progress and growth. With such a grow- 
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ing backlog of successful experience, the youngster is better able 
to compare himself with others and to accept the fact that there 
are some things he cannot do because he is confident of certain 
things he can do. 

When we recognize how many children are handicapped by 
physical defects or by socially deprived homes and neighborhoods, 
or by I.Q.’s below ninety, we begin to appreciate how important 
is the guidance role of the teacher in helping each child balance 
off his liabilities against his assets in a manner that will help him 
lay plans commensurate with what he can successfully achieve and 
at the same time preserve and strengthen his self-esteem. With 
those whose physical and social and intellectual gifts may be many, 
the challenge to the teacher is no less great. Here self-appraisal in- 
volves helping the child set goals which are challenging to his 
superior talents while guiding him to respect others and to develop 
perspective regarding the social importance of everyone’s positive 
contribution. 


Learning is more efficient if it has satisfying emotional content— 
if feeling is supportive of thinking. One way of providing satisfying 
emotional content is to gear learning to the interests of children. 
Unfortunately there are still many classrooms in our elementary 
and secondary schools which are woefully drab—if not for the whole 
class, certainly for some members of the class. The reader may recall 
the film The Drop Out picturing classroom scenes where there was 
no fun, no excitement, nothing to stir the imagination or tingle 
the blood of Steve Mitchell.* He was left untouched by any whole- 
some emotion. In consequence, there developed the destructive 
feelings of discouragement, distrust and failure which were sufh- 
cient in his case to cause him to drop out of school. ‘The teachers 
of Steve’s classes appeared to ignore the differing interests of the 
boys and girls, and failed to arouse to any significant degree their 
sympathy, their sense of humor, their loyalty, their righteous in- 
dignation or any of the other feelings which bring meaning to the 
things being learned. As Nathaniel Cantor said in reflecting upon 
some common teaching methods, “High school students must ac- 
quire knowledge of a sort to pass the subjects before being certified 
for graduation. They possess facts. The facts, however, do not 
‘possess’ them.’” 


* Problems of Pupil Adjustment—The Drop Out. New York: McGraw-Hill Films. 
? Nathaniel F. Cantor. The Dynamics of Learning. Buffalo, New York: Foster 
and Stewart Publishing Co., 1946. p. 19. 
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A teacher who integrates guidance with his teaching is not pri- 
marily interested in whether the children can pass a given examina- 
tion, but rather that what they learn is linked with sufficient con- 
cern and interest to be applied to life situations outside as well as 
inside the school environment. School learning is for the purpose 
of changing people, and for this to happen in approved directions 
children must be stirred “where they live.” Major reliance on the 
bookish and highly verbal approach to learning will fail to elicit 
constructive emotional responses from many boys and girls and 
thus fail to achieve the guidance purpose of meeting pupil needs. 


Firsthand experience makes a deeper impression upon a person 
than vicarious experience. Active involvement in an activity is 
almost certain to provide the emotional content which we have 
been stressing as an important ingredient of a learning experience. 
It is much more fun, as well as more instructive, to make a tallow 
candle than merely to read about the process, or to hold a sham 
meeting of the United Nations Security Council than merely to 
describe it as reported in the social studies textbook. Pupils feel a 
much greater urgency to obey the traffic rules when the officer 
takes them to the intersection and demonstrates how to cross safely 
than they do when the teacher merely tells them what the safety 
tules are. ‘There is much more appreciation on the part of young 
people for the beauty and cleanliness of the city park if they have 
had a share in planting the flower beds and in deciding where the 
refuse containers should be placed than if they have merely read 
a chapter in the civics book on “City Parks and Playgrounds.” 

It is, of course, undesirable to carry the idea of increasing first- 
hand experience too far. The accumulated wisdom of the ages is 
handed down to boys and girls through books. Young people, 
moreover, are able to identify themselves with people beyond their 
face-to-face contacts, and eventually to show concern for problems 
larger than those they can solve at firsthand, only through using 
second- and third-hand sources such as the newspaper and radio. 
The reading, listening, writing about, reciting and discussing which 
constitute the typical classroom activities are themselves firsthand 
experiences for learning how to do these things. ‘These experiences 
are vicarious, however, with respect to what is being read or talked 
about. The inclusion of these vicarious experiences is, of course, 
amply justified, especially where such experiences serve to symbolize 
firsthand experience and to develop general concepts. ‘The propor- 
tion of emphasis typically given to them which may deny other 
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equally important activities is, however, open to question. In many 
classrooms more opportunity could well be provided for boys and 
gitls to learn through selecting, experimenting, collecting, survey- 
ing, constructing, role playing, putting theory into practice, par- 
ticipating in solving school and community problems, and ex- 
pressing creative ideas through various art media. 
Learning-by-doing makes life itself the learning laboratory and 
is therefore an important principle for guidance as well as for teach- 
ing. Teachers who provide a range of firsthand experiences for 
boys and girls and show them how these embody mathematical or 
scientific principles, or how they grow out of historical background, 
or whatever the relationship may be, give children and young pco- 
ple opportunity to develop skills and to try themselves out in 
situations which will have counterparts in their own lives. 


Learning is facilitated and reinforced when more than one 
sensory approach is used. Any good scientist who wants to learn 
all he can about a substance employs every possible method of 
investigation of sound, sight, feel, taste and smell. Infants ap- 
proach the task of learning their environment in much the same 
manner. The rattle not only gets seen and heard but manipulated 
and mouthed. This multiple approach to learning is no less im- 
portant in the classroom. Animals and plants for the children to 
observe and care for, laboratory equipment to experiment with, 
films, field trips, radio and television programs for visual and 
auditory experiences—such activities, with the reading and writing 
and discussion which normally accompany them, insure more last- 
ing impressions than any single approach. 

From a guidance point of view this is an important learning 
principle because its application makes provision for children’s 
widely differing sensory acuities and especially for youngsters who 
are handicapped by a sensory defect. In colloquial terms we speak 
of people as being eye-minded, or ear-minded, or hand-minded. 
Some children may have difficulty in getting the idea of how a 
gadget works by reading about it, but if they can handle it—take 
it apart and put it together and make it work—real understanding 
develops. Some youngsters may have trouble following verbal di- 
rections but if these are written on the chalk board or, better still, 
if the teacher demonstrates the process while the children observe, 
the chances for successful learning are enhanced. 

This principle of learning ties in closely with the one previously 
discussed. Observing, listening, tasting, smelling, manipulating are 
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the firsthand experiences which provide a foundation for logical 
thinking and for intelligent behavior. In a very real manner, they 
relate learning to life. 


A child learns best when he is relieved of too great pressure to 
compete and when he feels reasonably confident that he can ac- 
complish what is expected of him. It is probably fair to say that 
much of the primary motivation of children for their school tasks 
relates to their struggle to pass the test, to be promoted to the next 
grade, to beat out a close competitor or to win a coveted award. 
While we do not advocate the elimination of the kind of competi- 
tion which provides wholesome incentive and adds zest and chal- 
lenge to a learning situation, it is important to understand and 
avoid the damaging consequences of over-competitiveness. Ac- 
cording to psychologists the effects of many aspects of school com- 
petition are more devastating than teachers realize.* 

Competition between individuals, of course, assumes a single 
standard of achievement and behavior, which serves to deny indi- 
vidual differences and conflicts with the guidance philosophy. One 
unfortunate result affects all children except “the top man” by 
giving even the next to the best a feeling that he has fallen below 
what he wanted to achieve and hence has failed in his own estima- 
tion. From among children less capable than those in the upper 
one-half of the class, a considerable proportion will experience such 
persistent feelings of failure as to invade the nonacademic aspects 
of their lives with similar feelings and thus to handicap adequate 
performance in activities involved in normal human relations. As 
indicated in the second chapter, a child who holds a mental image 
of himself as a failure cannot face the problems of life with the 
zest and assurance needed to release the best of his creative talents. 
The inhibitions and frustrations of people who, through failure to 
compete successfully, have been taught again and again that they 
are just not as good as the people they want to be like result in an 
appalling waste of human resources. 

Too great emphasis upon competition does other damage as 
well. Individuals behave in harmony with that which they value 
most. By employing competitive practices teachers are placing 
premium value upon grades, honors and awards, and in effect are 
saying to children that the sacrifice of other values for these ends 
is fully justified. Emphasis upon beating out the other fellow re- 


* Donald Snygg and Arthur W. Combs. Individual Behavior. New York: Harper 
and Brothers, 1949. p. 223. 
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flects an orientation to life which is primarily self-centered. ‘This 
handicaps children’s learning of the attitude which perhaps is 
more important in a democracy than any other—namely, sensitive 
understanding of and respect for others. ‘Through establishing a 
single standard toward which to strive, teachers encourage children 
to view one another in terms of their success or failure related to 
this standard and to accept or reject each on the basis of a grossly 
oversimplified measure of worthiness. 

To prepare children for effective participation in democratic 
group living, the teacher who integrates guidance with his class- 
room teaching accepts as one of his solemn obligations that of help- 
ing children learn that every individual is worthy of respect whether 
academic work proves difficult or easy for him, and that, while peo- 
ple possess different talents, all are capable of contributing to the 
group something that it needs. In a school situation in which learn- 
ing tasks are diversified to suit the level and kind of capacity of each 
youngster and in which emphasis is placed upon progress and 
growth toward an individual objective reasonable of attainment, 
the need to compete is relaxed and the possibility of persistent feel- 
ings of failure minimized. Moreover, a child who accepts himself 
as a reasonably successful individual with respect to the things he 
sets out to do, and at the same time observes others who are like- 
wise reasonably successful in doing a range of different things, some 
of which he cannot do nearly so well, is psychologically able to 
respect other people and to appreciate the importance of every- 
one’s social contribution. His own ambition to improve is in no 
way pitted against the other fellow’s similar effort to succeed. 


A child learns best when his failures are viewed constructively 
by a teacher who likes and respects him, and when appropriate 
remedial or corrective measures are worked out with him. 'To say 
that children should feel reasonably confident that they can ac- 
complish what is expected of them is not to recommend a school 
environment devoid of the possibility of failure. In a world as un- 
certain as ours where, for psychological survival, we must develop 
resilience to such crises as loss of job, family separation or other 
personal tragedy, boys and girls deserve help in learning how to 
face failure by experiencing occasional failure. ‘The toughening up 
process by which these youngsters develop the personal philosophy 
and the qualities needed to respond constructively to unhappiness 
and failure can proceed, however, only if such failure is viewed by 
the individual against a lifetime of experiences in which he has 
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been reasonably successful most of the time. Moreover, for the 
child to incorporate failure into the warp and woof of his total life 
pattern in such a way that it strengthens the fibre and enriches the 
design there must be interpretation and help from a wise and ac- 
cepting adult. 

One of the finest contributions which a guidance-minded teacher 
can make to the wholesome growth of boys and girls is to guide 
them as groups and as individuals to gain experience in seeing what 
their mistakes are, why they are making them, and how they can 
overcome similar difficulties in the future. 

Failure may stem from unfortunate past experience, or from 
limited capacity or from both. Where experience has been limited 
or at fault, the teacher, with the help of the cumulative record and 
the other teachers and the child himself, is challenged to make 
a careful analysis of the factors which relate to the failing situation 
and to devise with the child reasonable steps he might take to solve 
his problem. Where the child is failing in something in which there 
seems little likelihood of success, then, without “slamming doors,” 
the teacher may need to help the child substitute other learning 
experiences from which he can derive some personal pride in ac- 
complishment. 

Failure for the child, of course, may relate not only to academic 
work but to his social behavior. This principle of learning, there- 
fore, has implications for the handling of so-called disciplinary 
problems. The manner in which a child is disciplined is a learning 
experience for him. On the one hand, an inflicted and unaccepted 
penalty may bring with it such an avalanche of unwholesome feel- 
ings of bitterness and antagonism or fear and guilt as to far outweigh 
in disastrous consequences any good resulting to the child from 
“taking his medicine.” On the other hand, a self-chosen or -accepted 
penalty may be experienced by the child with increased respect 
both for himself and for the teacher who helped him think his way 
through the problem. 

The success of the teacher in providing this latter kind of con- 
structive learning experience relates to his genuine regard for each 
child as a human being and to his capacity to separate the child 
whom he respects from his behavior which he condemns. If the 
teacher never questions in his heart that John is just as appalled and 
concerned by his own behavior as is the teacher, and that John is 
just as anxious to find a way out of the mess he is in as the teacher is 
eager to help him, John’s failure can become a constructive learn- 
ing experience. 











62 GUIDANCE IN THE CURRICULUM 


Attitudes, feelings, values and appreciations are learned no less 
than knowledge and skill are learned. Every experience involves a 
constellation of such learnings. While this particular principle of 
learning has been rather fully discussed in the second chapter, it 
is of such primary importance for any teacher who integrates 
guidance with his teaching that some additional comments may 
be justified. A good teacher is not so much interested in what a 
child knows as in how he uses his knowledge or, in other words, 
how he behaves. Actually the child’s behavior—which is likewise 
learned—is a translation not only of the facts and skills he possesses 
but of the feelings and values he gained in the process of learning 
these things. As a child learns the facts about conservation prac- 
tices in his state, or the skills involved in changing fractions to 
decimals, he is also learning certain allegiances and refusals of both 
people and ideas. He is learning to be conscientious about some 
things and to neglect others. He is learning to fear, to hate, to 
cherish, to persist against all odds or to capitulate in the face of 
obstacles. He learns courtesy, self-control, honesty, cooperation, 
courage or their opposites while he is learning the things which we 
normally talk about as comprising the content of the school cur- 
riculum. 

It is dangerous, therefore, for teachers to be so preoccupied with 
the academic aspects of learning as to be blind to the other things 
a child is learning along the way. A youngster’s attitudes and values 
are far more potent in influencing his way of life than any given 
body of academic content. If the classroom situation encourages 
unwholesome learning in these areas, no amount of subject mas- 
tery will offset the corroding effects upon the psychological and 
social adjustment of the boy or girl concerned. 

For learning experiences to have a total constructive effect upon 
each child, the teacher must plan carefully with respect to as many 
facets of a learning situation as he can envision. He must likewise 
be attentive, as the learning activity progresses, to observe the boys 
and girls as they work, for evidences of frustrations, antagonisms 
or other unwholesome factors. By adjusting his own methods and 
approaches and by assisting the child to alter his goal or change his 
techniques to achieve his purpose, the teacher helps insure the 
total learning activity as a constructive experience. 


A child learns best when his efforts are appreciated by his teacher 
and his classmates. There is no difficulty in perceiving the guidance 
implications of this principle of learning. As was indicated earlier, 
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a child’s success in both the academic and nonacademic aspects of 
school learning is, in large measure, contingent upon the state of 
his mental health. To give conscientious attention to a school task, 
the pupil must feel right about himself. One of the best ways to 
develop such ego-satisfaction is to assure each youngster that he 
is accepted by his group as a contributing member. Under circum- 
stances in which the range of learning opportunities is narrow and 
is comprised largely of tasks geared to a level of achievement at or 
above that which is reasonable for the typical youngster, there are 
certain to be children who are not involved in classroom learning 
in any real sense and who, therefore, cannot receive the recognition 
from which personal security stems. 

A teacher who integrates guidance with his classroom teaching 
accepts the responsibility for finding appropriate ways for every 
child to gain some recognition from his peers. For the least intel- 
ligent child, the most retiring, the clumsiest, the untidiest, the most 
handicapped physically and even for the child whose behavior may 
be most irritating, the teacher must somehow contrive to provide 
opportunities for participation so that each may receive apprecia- 
tion from those with whom he wants to become identified. If the 
child belongs to his group in this psychological sense, the chances 
for his success in school learning are vastly enhanced. Moreover, 
greater success in this area of his life will, in turn, encourage him to 
make a forthright attack as well upon other life problems which 
may confront him. 


A child learns best when he is freed from the distractions of 
personal problems. ‘There are, of course, many factors other than 
his success in gaining the recognition of his classmates which relate 
to a child’s personal adjustment. Any situation in his life which 
causes divided attention will reduce his efficiency in learning. Al- 
though his parents hold a far more strategic position and exercise 
a far more pervasive influence in the child’s life than his teachers, 
nevertheless there is much that the teacher might do to observe 
evidences of personal difficulty and to attempt to discover what 
may be the sore spots in the child’s relations with his family or his 
gang. Especially if parents and teachers can work as partners will 
the child’s needs be more readily discovered and better served. 

With the burden of work which falls upon a conscientious teach- 
er today, the suggestion that he should become acquainted with 
the homes and parents of his pupils, and that he should know 
something as well about each child’s friends and activities within 
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the community, is sometimes dismissed as quite impractical. The 
authors of this yearbook feel, however, that to spend time in iden- 
tifying individual needs is an intensely practical goal toward which 
to strive. There is no disagreement with the contention that the 
teacher always seems to have more to do than he can handle satis- 
factorily. He is constantly forced to decide which of a number of 
ways of expending his energies is most important for the welfare 
of the children he is trying to guide and to teach. Teachers would 
probably agree that the maior wear and tear of the profession comes 
from the teacher-frustrations involved in attempting to persuade 
Betty and Jim to learn when they just cannot seem to make prog- 
ress, and in trying to get Sue and Paul to behave in ways that will 
allow them to make progress. 

Most of the cajoling, coercing and enticing with reference to an 
academic objective is done on the basis of too superficial a knowl- 
edge of the motives underlying a child’s behavior and of the situa- 
tions in his life which are distracting him from the job at hand. The 
expenditure of time by the teacher in acquainting himself with the 
potential or actual problem areas in a child’s background will 
usually pay high dividends in future time- and energy-saving. ‘There 
seems to be no short cut to understanding a child, yet it is only in 
terms of such understanding that a teacher can help the child clear 
away some of the emotional debris which may be blocking his 
progress. 


A child learns best when the rhythm of mental activity, physical 
activity and relaxation is appropriate for him. A youngster who is 
fatigued cannot do his best work in school. Often such fatigue 
stems from faulty organization and management of his classroom. 
In a classroom situation in which order and quietness are held up 
as supreme virtues, many children are placed under tension as they 
attempt to conform to adult standards of control. Such tension 
takes its toll in fatigue and may eventually lead to an “explosion” 
which exceeds the limits of approved behavior. At the other ex- 
treme, the wear and tear on children who are in a classroom 
characterized by confusion and disorganization result in fatigue as 
great as the situation where enforced quiet is maintained. 

A teacher who considers the needs of each child with reference 
to an appropriate balance of rest and activity is able to strike a 
happy medium between the two extremes described above. With- 
out relinquishing his consistent control of the classroom situation, 
he can permit sufficient freedom and flexibility to provide ade- 
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quately for variability. ‘The teacher who acknowledges his guidance 
responsibility appreciates that each youngster represents a some- 
what different energy pattern and needs a somewhat different 
amount and kind of activity on the one hand, and of relaxation 
and rest on the other. He will therefore permit the overactive child 
to get an occasional drink of water and take a walk down the cor- 
ridor as ways of relieving tension. He will not feel disturbed when 
one youngster takes more time than another to rest and relax, even 
perhaps in somewhat unorthodox ways. The eighth grade boy, for 
example, who is regarded as “lazy” by an unperceptive teacher may 
actually be fatigued rather than lazy. Perhaps because of the rapid- 
ity of his growth or the load of chores he is doing at home he may 
be in compelling need of a rest period even at such an inauspicious 
hour as ten o’clock in the morning. If he takes his rest by slouching 
in his seat and sprawling his legs across the aisle, the wise teacher 
usually tries not to make an issue of it. 

Teachers who guide children as they teach them also attempt to 
alternate periods of relatively quiet mental concentration with op- 
portunities for some freedom to move about, to converse in small 
groups, and to engage in construction or art work of one kind or 
another. 

Flexible seating arrangements, midmorning snacks, designated 
rest periods and recesses, and a daily schedule to permit sufficient 
time at noon and between classes for a change of pace and scene 
are some of the ways to help insure an appropriate balance of rest 
and activity for boys and girls. In general, teachers of the younger 
children appreciate the need for such variety and plan for it more 
effectively than do teachers at higher grade levels. It is in the class- 
rooms of many junior and senior high schools, especially, that over- 
emphasis upon the conventionalities of order and quiet needs to 
be relaxed in favor of a wise permissiveness and of greater variety 
in learning activities. It is important to remember that the child 
does not take “time out” to rest and exercise. The relaxation and 
bodily activity permitted by the teacher are as much a part of the 
child’s learning as his intellectual activities. If the balance is ap- 
propriate for a given child, each aspect of his learning will serve to 
reinforce the others. 


Learning opportunities are richer for children when they are not 
restricted to the things which the teacher already knows. His- 
torically the conventional role of the teacher has been that of in- 
formation-giver. In the classroom of such a teacher where the re- 
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spect of his pupils is contingent upon his ability to supply the 
answers, it behooves him to discourage embarrassing questions— 
questions which may involve loss of face if he fails to have on the 
tip of his tongue the information required. If the pupils feel that 
the teacher should be the authoritative source of information and 
if his personal security rests upon knowing the answers, there is 
little likelihood that he will encourage wide reading in references 
with which he may be unfamiliar or that he will allow the pupils to 
stray very far afield into the investigative aspects of learning. The 
classroom diet for children is bound to be restricted in situations 
in which the teacher plays such a role. 

As emphasis upon the mastery of predetermined subject con- 
tent is reduced, and as greater attention is given to providing a 
range of firsthand experiences which correspond to pupil needs, 
the teacher’s role as information-giver will become less important. 
This does not imply, of course, need for less background on the 
part of the teacher. In fact, to do an adequate job of applying the 
principles discussed in this chapter the teacher needs, in addition 
to competence in his own field, sufficient breadth of general back- 
ground to understand how his subject matter relates to other areas 
and to know how to help his pupils take advantage of learning 
situations which utilize knowledge and skill from more than one 
subject field. 

The practical problems of living with which boys and girls need 
firsthand experience are no respecter of subjects. While the major 
part of a given learning problem may, for example, utilize geometry 
for its solution, if it is applied in a practical situation it is almost 
certain to impinge upon and draw from such other subjects as 
English, the social studies, science and practical arts. Teachers who 
would provide boys and girls with opportunities for learning which 
are as rich as possible will not circumscribe the learning situation 
by limiting the activities to those which represent their own area of 
greatest subject competence. 

The type of background needed by teachers, however, is not of 
the encyclopedic variety. Facts and figures and other precise infor- 
mation encompassing a number of subject areas would, for most 
capable teachers, be both impossible and unnecessary. If the 
teacher is a generally well-informed person, his acquaintanceship 
with fields related to his own will be sufficient to enable him to see 
opportunities for pupil investigation and to give boys and girls some 
assistance concerning where to go to find the solution to problems 
which neither he nor the youngsters may now be able to resolve. 
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In a classroom situation in which the teacher is a learner along 
with his students and in which the where-do-we-go-to-find-out ap- 
proach is employed, a rich learning situation is certain to prevail. 
Moreover, such an approach identifies the teacher as a team worker 
as well as a resource person, and is evidence of his faith in cooper- 
ative effort and of his willingness to carry his share of the load. Such 
a relationship encourages boys and girls to be frank about what they 
don’t know, just as the teacher has been frank with them on this 
score. The likelihood is that they will also be frank with the teacher 
about more personal problems which baffle them, feeling that the 
teacher will work with them in seeking an acceptable solution. 
From the standpoint of guidance, the quality of this personal rela- 
tionship between teacher and pupil is, of course, of supreme im- 
portance. 


How Learning Experiences Are Varied 
To Meet Individual Needs 


To put these principles of learning to work with a class group re- 
quires a combination of techniques in which teachers should be 
skilled. Where ostensibly the same experience is engaged in by all 
youngsters in a given classroom, such as reading a chapter in the 
geography book or writing a newspaper account of the football 
game, the teacher who guides as he teaches sets a somewhat differ- 
ent level of expectation for each individual in the light of what he 
knows of the child’s special excellence on the one hand or special 
problems on the other. Some of the children will be able to do the 
job more rapidly than others; some will show more insight and 
imagination than others; some will comprehend more clearly and 
engage in higher levels of critical thinking than others. 

In evaluating the efforts of each pupil the teacher will take 
these and other similar factors into account and will also consider 
the type of motivation to which each child will respond most con- 
structively. He will not blatantly underline every spelling error in 
red if he is sensitively aware that the discouragement involved for 
a particular child will interfere with a positive approach to his spell- 
ing problem. The teacher’s comments and suggestions will be 
phrased in each case with reference to what he knows will encour- 
age the youngster in question to make progress. He will follow up 
Jim’s contribution to the class discussion with a suggestion that he 
do further reading amd try to dig below the surface of the question. 
With Paul, who perhaps is even more superficial in his comments, 
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he will show only appreciation, recognizing that this child’s contri- 
bution represents his maximum effort. With one youngster the 
teacher will take time to point out evidence of even slight improve- 
ment; with another he may actually encourage feelings of dissatis- 
faction because he knows that for this child such an approach moti- 
vates him to set higher goals for himself and to mobilize his ener- 
gies more effectively. 

What appears to be the same initial learning experience, there- 
fore, turns out to be a somewhat different experience for each indi- 
vidual largely because of the way the teacher adjusts his expecta- 
tions, modifies his attitude and varies his approach to harmonize 
with what he knows about the individual pupil. 

It is often unnecessary—and even inadvisable—to have the learn- 
ing experience appear initially to be the same for all youngsters. 
Suppose, for example, that a group of sophomores taking European 
History is about to begin a study of the Industrial Revolution. If 
a reasonably good library is available, the teacher may encourage 
each pupil to read a different account of the subject from a list of 
books and chapters he might recommend. He may supplement this 
general assignment by suggesting to the slow reader an especially 
good book for him, and for the mature reader and thinker a refer- 
ence which would offer him a real challenge. 

The discussions and plans which grow out of this type of differ- 
entiated reading assignment are far richer in opportunities for 
learning than when all are drawing upon the same textbook as their 
source of information. This is a way for boys and girls to see that 
historians put stress on different things and that sometimes their 
interpretations also differ. Of much more significance is the im- 
portance which attaches to each child’s contribution. Rather than 
reciting on material which everybody who did his lesson knows 
anyway, and from which he can gain no feeling of personal accom- 
plishment, the pupil now can make his own unique contribution 
and receive genuine recognition from his peers. 

The teacher who has taken the trouble to gather together a shelf 
of European history books, and who has perused these sufficiently 
to know what to recommend in the light of the various levels of 
intellectual maturity and reading skill represented in his group, can 
do a significant guidance job. He can make it possible for each pu- 
pil to experience a feeling of successful achievement and to make a 
place for himself in his group. He can encourage cooperative effort 
as the group pools ideas gleaned from different sources. He can 
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make possible not only the learning of a broader array of historical 
facts; in addition, he can help his pupils gain an understanding of 
the possible limitations and biases of historical writing. If every 
youngster had read the same chapter from the same textbook, the 
learning outcomes would have been meager by comparison. 

In the preceding example, although a range of reference material 
was used, the same general content was covered by all the pupils. 
‘There are many occasions when classroom activities can be further 
differentiated. In the kindergarten where growth in socialization 
and the development of oral language are two important purposes, 
the teacher generally finds little difficulty in controlling a situation 
in which thirty or more children are engaged in a variety of activi- 
ties. Some may be building a firehouse for the “hook and ladder,” 
each engaged in a different aspect of the job; others may be using 
crayons to express something they saw on the way to school, each 
having seen a different thing; still others may be carrying on imagi- 
native play in the playhouse, each acting the part of a different 
member of the family. When all the kindergartners are seated to- 
gether on the floor for their news period, the contributions to the 
conversation relate to the interests of each. Sally’s news item is, “I 
have new pink socks,” and she proudly displays them before the 
group. Billy has news too. “See my short haircut!’ Madge tells the 
children that her Aunt Beth is visiting at her house; Gerth shows 
the group a jump rope he has brought to school and demonstrates 
how to use it and still be safe. The fun and freedom of this conver- 
sational period encourage learning because the various interests 
of children are recognized. 

At the kindergarten level the teacher expects the children to ex- 
press considerable individuality and understands that in a relatively 
free situation children will develop more rapidly and more whole- 
somely than they would were she to demand the same things of all 
children at the same time. For the kindergarten teacher, the guid- 
ance role is paramount. She is always considering these four and 
five year olds as individuals, observing the activities of each, encour- 
aging, calming and explaining “why” to each child as he needs such 
help. 

At upper grade levels and in the high school where subject con- 
tent is more highly organized, it is also appropriate and possible to 
introduce greater diversity of activity within the class group than is 
often found. In modern industry the principle of division of labor 
is universally held. Each man contributes to the final product what, 
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through intelligence and skill, he is best equipped to do. While the 
purposes of school learning are not the same as those of industry, 
nevertheless, within limits, the principle of division of labor has 
something to offer the teacher who is eager to integrate guidance 
with his classroom teaching. 


Let us assume a sixth grade class is going to try to answer the 
question, “How can we make Milltown a better place to live in?” In 
the first place the teacher appreciates that this type of study lends 
itself to cutting across subject matter lines. He can help individual 
boys and girls develop skills and acquire knowledge in the fields of 
the social studies, the language arts, the fine arts and even, to a 
degree, the consumer aspects of science and mathematics. Since he 
is responsible for the school learning of this sixth grade group for 
almost the entire day, he can adjust his time schedule to permit 
temporary integration of two or three subject areas for purposes 
of this study. The teacher also sees that growth in cooperation, 
in social sensitivity to those beyond the face to face group, in 
appreciation for such qualities as beauty and justice, and in the de- 
velopment of basic values of daily living may also be achieved 
through such a study if activities are cooperatively selected and or- 
ganized with reference to what they may contribute to the funda- 
mental attitudes and ideals of the children concerned. 

In the initial planning period many different approaches are sug- 
gested by these sixth grade boys and girls both for appraising the 
present assets and liabilities of the community and for discovering 
ways to remedy its weaknesses. There is the question of the health 
of the community which involves investigations in fields which run 
the gamut from proper inspection and handling of foods in com- 
munity stores to safety regulations in Milltown’s factories and on 
Milltown’s highways, to building codes for fire protection and sani- 
tation, to hospital and medical facilities for both the economically 
deprived and the financially able, to community-sponsored _pro- 
grams of diagnosis and immunization. There are also such areas to 
be explored as the opportunities for cultural enrichment available 
in Milltown, public and parochial educational facilities, labor-man- 
agement policies, the wholesomeness of family life, each of which 
can be analyzed by the boys and girls into many subproblems. 

Such a wide range of possibilities for research are brought forth 
by the class that they may see a necessity for limiting their study in 
terms of the number of weeks or months allocated to the unit. 
They also plan some order for attacking those aspects of com- 
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munity life which they have chosen to include. ‘They then face the 
problem of how to parcel out responsibilities among the various 
members of the classroom group. 

The teacher, of course, is a very important part of everything that 
is going on. Depending upon the versatility of the group and the 
freedom of its members to express their points of view, the teacher 
may suggest ideas for group consideration, or encourage a certain 
child in the group to contribute his idea when the teacher observes 
an eager expression but not quite the courage to volunteer. He may 
suggest places to go, people to see, and books and community sur- 
veys to read at points where his experience can add to the sugges- 
tions of the boys and girls. And, of course, the teacher is involved 
in a very important way when the jobs are allocated. Here his 
knowledge that Frank, aged eleven, with a mental age of fifteen, 
has a father who has been laid off at the plant, leads him to suggest 
that Frank might be interested in a study of unemployment prob- 
lems in the town. The teacher refers him to background reading 
materials on a ninth and tenth grade level commensurate with his 
mental age. He likewise suggests that Frank work out a series of 
pertinent questions for use in interviewing two of the leading indus- 
trialists in the town. T'wo other boys of average intelligence offer to 
join Frank at the interviewing stage of the operation. 

For Gertrude who is mentally retarded but who needs the social- 
izing experience of the classroom, the teacher suggests keeping a 
clipping file of newspaper accounts of selected motion picture 
films, concerts, plays, art exhibits, hobby shows and the like as evi- 
dence of what the town offers in entertainment and cultural en- 
richment. Several other youngsters are encouraged to work with 
Gertrude. They are the ones who actually read the daily papers 
and mark the articles for Gertrude to clip. ‘They help Gertrude with 
a classification scheme for the file. Another group of boys and girls 
who are interested in sports and other recreational hobbies study 
the recreational opportunities in the town. They locate on a map 
the public parks, beaches, playgrounds and the headquarters of the 
various Red Feather agencies which sponsor a recreational pro- 
gram. They divide the responsibility for visiting the head of each of 
these agencies to request printed material on the program of the 
organization and the type of service rendered by each. Just to see 
how some of the population feel about their town, everyone in 
the class agrees to interview three people on his street to find out 
what they like best about Milltown and what improvements they 
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think ought to be made. They discuss how to hold an interview of 
this kind, how to phrase the questions and what the etiquette of 
the situation demands. 


Such activities are, of course, only a beginning of the scores of 
interesting experiences which might be mentioned to show how 
individual differences can be considered by dividing responsibility 
for various aspects of a problem. Yet the authors of this yearbook 
have known of situations where “Our Community” was studied 
from a textbook of a similar title, where all the children were read- 
ing and writing and talking about very much the same things at 
the same time. They have known of situations where learning about 
the community actually extended very little beyond the walls of the 
classroom and failed to use the vast and rich resources which the 
citizens of the community would have been eager to contribute had 
they but been invited to do so. 


In learning situations in which individual pupils have oppor- 
tunities to choose the aspect of a problem they would like to inves- 
tigate and to select the means they would like to use to gather and 
report their findings, the functions of guidance and instruction are 
so closely integrated that it is impossible to disengage them. To the 
outside visitor it might appear that the children are very much 
running their own show. And actually they are being accorded the 
respect and confidence of a teacher who believes that they have 
ideas worth expressing and that they are, without teacher imposi- 
tion, capable of a constructive approach to problem solving. The 
teacher, however, though seemingly inconspicuous at times, is ac- 
tually a very important factor in the situation. He is a resource per- 
son whose suggestions and help bring beneficial results because they 
are appropriate in light of the interests and special needs of each 
child. It may not be as easy to equate one child’s accomplishment 
with that of another as it apparently is in a situation where all are 
doing much the same things. But the teacher who guides as he 
teaches is not as interested in comparisons as in how each indi- 
vidual is growing and in what progress along a number of different 
lines he is making. If the children, as individuals and as a group, 
have opportunity to figure out, with teacher guidance, where they 
want to go in the first place—what their goals and purposes are— 
and to “take stock” at appropriate intervals to see what progress 
they are making, the chances are that important academic skills 
and knowledge will also be learned. In addition, and as highly im- 
portant extra dividends, the boys and girls will likewise have gained 
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greater skill in problem solving, more independence in making 
intelligent decisions and, in general, will be more self-directive as 
they face the next, perhaps more difficult, problems. 


Good Group Procedures Encourage Wholesome Learning 


The range of activities recommended in the preceding pages can- 
not easily be engaged in if the classroom is permanently arranged 
so that pupils sit in straight rows facing the teacher and facing the 
backs of the other youngsters. ‘The application of most of the prin- 
ciples of learning implies flexible classroom organization and some 
understanding of the dynamics of groups. 

In the first place a teacher who integrates guidance with his class- 
room teaching appreciates that the group of thirty boys and girls 
who are seated before him represents a pattern of social interaction. 
In order to foster better social development for each child, it is 
important to know to what degree and for what things he is ac- 
cepted or rejected by his group. The teacher’s personal reactions to 
these boys and girls may be quite different from their reactions to 
each other. The youngster who wants undue attention may, from 
the teacher’s point of view, be engaging in unacceptable behavior, 
yet actually he may be attracting the loyalty of certain others in the 
group and be exercising strong leadership, though it be of the nega- 
tive type. The quiet girl in the back seat who always follows direc- 
tions may be attractive to the teacher because she is courteous and 
well dressed, and yet she may not play a role in the child society 
which satisfies her need for belonging. When a teacher appreciates 
the fact that adults respond to children somewhat differently from 
the way they respond to each other, he will be able to observe more 
intelligently the social forces which are actually operating. 

The refusals and acceptances of children for each other show up 
best in relatively unsupervised and unstructured situations. If the 
teacher says, “Sit anywhere you please” or “Join the group you 
would like to work with,” the resulting groupings reflect something 
of the social patterning. Behavior in the corridors and the lunch- 
room related to who links arms with whom, who bullies whom, 
who talks to whom or who shares his lunch and equipment with 
whom, provides added data for picturing the interpersonal rela- 
tionships and the stresses and strains within the group. The tech- 
niques of the sociogram may be used to check on such teacher 
observations. 

Whatever the methods used, it is important for both guidance 
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and teaching that the adult in the group knows such things as the 
degree to which the youngsters are pulling together as a team, who 
comprise the divisive cliques, who appear to be the social outcasts, 
what chum relationships exist and who can be depended upon for 
constructive leadership. 

The teacher will likewise note, as he observes the boys and girls 
in cooperative undertakings, the role which certain individuals play 
with considerable consistency. Frieda, for example, may typically 
be the one who helps the group find a compromise for conflicting 
points of view. Kitty may be an attention-seeker whose chief objec- 
tive appears to be to retain the limelight, regardless of the best 
interests of the group. George may be the one to whom the group 
turns for the facts to support an argument or to dispel a rumor. 
Gus may be the “wet blanket” whose sophistication attracts certain 
youngsters in the group, yet whose leadership is often demoralizing 
to group spirit. 

In the light of the teacher’s observations of the group structure 
and of the roles which individuals play, he will see the directions 
in which the group, and individuals within the group, need to be 
guided. These observations will not, however, tell him why a given 
subgroup is operating as a clique or why Kitty is seeking attention. 
As we have reiterated in other parts of this and previous chapters, 
back of these behaviors exist situations in the lives of the boys and 
girls in question which account for the loyalties they are developing 
and the methods they are using to gain a sense of personal impor- 
tance. Whether it be failure in school work, poor physical health, 
economic disadvantage, constant moving about from school to 
school, rebellion against parental restriction, anxiety concerning 
parental discord, or a combination of these or other problems, only 
as the teacher is apprised of these background situations will he 
know what steps to take and what methods to use to help a child 
and to facilitate both individual and group learning. 


Much has been written in current literature about using the 
group situation to encourage the wholesome growth of individual 
members. As applied to groups of children representing a normal 
range of social and emotional adjustment, this is a subject which 
should interest the teacher who is trying to integrate guidance with 
his classroom teaching. Where seating arrangements and discussion 
techniques encourage free expression of ideas and sharing of the 
leadership function, children can do much to foster wholesome 
growth on the part of each other. A teacher as a member of the 
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circle can help boys and girls discover how best to tap all of the 
various ideas and resources available within the group, and how to 
help each child assist the group to move along with reasonable ef- 
ficiency toward its goal. Even relatively young children can be 
guided to see what is happening within a group—what, perhaps, 
seems to be holding up progress. The teacher can both demonstrate 
and talk about the importance of being a courteous listener and of 
being appreciative of each child’s contribution. He can show the 
advantage of discussion which is “circular” rather than always di- 
rected toward the teacher. If Mary will address herself to John in 
answering a question he has raised, and Bill, in turn, will look to- 
ward Mary and John as he raises a further question or amplifies 
Mary’s explanation; and if then Bill will turn to other members of 
the group for another idea, each participant is helped by his peers 
to feel that his ideas are important to the accomplishment of the 
group purposes. Acceptance which comes about in this way, rather 
than through teacher approbation only, gives the child a feeling of 
at-homeness which releases the best productive efforts he has to 
offer. 

There are various techniques of group work such as the buzz 
session and role playing which teachers can learn to use to encour- 
age a greater spread of active participation. 


Role playing is especially effective for several purposes. First, it 
often reveals the thoughts and feelings of youngsters who under 
normal circumstances would keep them closely guarded. Just as 
writing under an assumed name gives an author more leeway to 
express his feelings, so playing the part of someone else can some- 
times free a child from the inhibitions and the conventionalities 
which the teacher or his own group expects him to hold. In his role 
he can “go to town” and say anything and behave in any way he 
wants, within reason, without having to accept direct personal 
responsibility for his words and acts. The drama and fun of this 
kind of activity are highly motivating and usually bring forth rich- 
ness of ideas. But from the teacher’s point of view, its importance 
lies in providing clues to what youngsters may think and feel as 
they express themselves without fear of social censure. 

Role playing can also be used as a teaching and guidance device. 
For the reticent child, for example, who may have good ideas but 
who is not self-assured enough to express them, playing a part for 
which he receives group recognition may bring him into the group 
when other methods have failed. Role playing is also a method 
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of preparing for a novel situation which the pupils must shortly 
face. Acting out how to behave at the freshman banquet or play- 
ing out various approved and unapproved ways of interviewing pos- 
sible prospective employers for jobs may be much more effective 
learning activities than talking about these situations or even seeing 
them in films. 

Finally, by skilful assignment of roles in such a way that the 
thoughtlessly playful youngster takes the part of a dependable, 
helping person in the group, or the quiet child takes a role 
which demands that he assume some leadership in the discussion, 
or the irrepressible talker takes the part of the one who listens 
and summarizes, youngsters can often be helped to find more con- 
structive roles that are quite possible for them to assume in real life. 

In the above discussion we are, of course, talking about role 
playing and other group methods as they may be appropriately 
used by teachers for developmental guidance. Boys and girls whose 
adjustment problems indicate need for therapy—either individual 
or group—must be referred to specialists who are qualified to give 
proper treatment. 

Space does not permit detailed discussion of the various ways 
in which classroom organization and the application of what we 
know about the dynamics of groups can encourage rich and varied 
learning experiences. ‘Teacher experimentation in this area is, how- 
ever, very much worth while. Even if classroom space is at a pre- 
mium and desks are screwed to the floor, there is still a number 
of ways that an ingenious teacher can utilize democratic group 
techniques and thereby help the group become happier and more 
purposeful as its members work together. 


This chapter has shown the kind and variety of learning experi- 
ences which the teacher who has the interests of each child at heart 
attempts to provide. In an analysis of important principles of learn- 
ing, it has shown that wholesome guidance and effective learning 
go hand in hand. Finally, it has illustrated ways in which a teacher 
can guide the learning of thirty or more youngsters in a group, and 
at the same time adjust his methods, vary his assignments and 
utilize flexible classroom organization both to enrich the total learn- 
ing situation, and to identify and care for the unique needs of each 
child. 





CHAPTER V 


Organizing the School for Guidance 


S HAS been shown in earlier chapters, accepting the point of 
view of this yearbook that instruction is inseparable from 
guidance makes the classroom teacher the central guidance worker 
in the school. How does this position influence the manner in which 
the school should be organized? 


Organizing the Guidance Services 


Because instruction is inseparable from guidance, it is sometimes 
mistakenly inferred that there need be no systematically organized 
guidance program in the school. This conclusion is entirely un- 
warranted. If the classroom teacher is to be as effective as possible 
in relating guidance to instruction, it is imperative that there be a 
well-organized guidance program which is designed to give him 
every necessary help in discharging his guidance responsibilities. 

It must be remembered that while instruction should be in- 
separable from guidance, guidance is separable from instruction. 
Not only in the classroom is guidance taking place. In all good 
schools there are certain other provisions which relate to individual 
differences—provisions which are vitally important parts of a good 
guidance program, whether or not they are so designated. For 
example, such schools have a planned testing program comprehen- 
sive in scope, individual cumulative records for all pupils which 
mirror the significant things that are known about them, confer- 
ences with parents and pupils, and other provisions designed to 
identify and to assess the significance of the many important differ- 
ences among the children and youth who are being served. 

All such aspects of a good school program are, in fact, parts of a 
good guidance program. Yet often they do not contribute what they 
might to the guidance of individual boys and girls because they are 
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not systematically interrelated and integrated into a program de- 
signed to make every classroom teacher a party to the many valuable 
insights which they afford. If, on both the elementary and the sec- 
ondary school levels, there is a guidance specialist on the staff—as 
there should be—it is his responsibility to formulate and submit to 
the faculty a cooperative plan through which all the separate aspects 
of guidance will be made to reinforce each other. He should work 
closely with the teacher, integrating all that is known about each 
child and unifying around the work of the classroom teacher, as far 
as possible, all the efforts which are made to teach and guide the 
youngster as an individual. 

The phrase “as far as possible” is used advisedly in the preceding 
sentence. There are always some pupils whose problems require a 
species of diagnosis, prognosis and remediation which classroom 
teachers are usually not qualified to provide. These youngsters 
should be referred to specialized guidance workers whose technical 
training does qualify them to deal competently with such deviate 
pupils. Even here, however, the classroom teacher should occupy 
a central position in the organized guidance program, since he 
must be competent to recognize such deviate pupils as cases for 
referral, and to deal helpfully with these pupils after they are re- 
turned to his classroom. 


The point to be stressed here is that there should be an organized 
guidance program in the school, and that this can make its maxi- 
mum contribution to pupils only if it is so structured that all that 
is known about them is used to help teachers in their daily guidance 
of these youngsters. Clearly, one of the most important functions 
of specialists is that of communicating their insights to classroom 
teachers—of helping them become sensitive to pupil needs of which 
they may have been but dimly aware, and of aiding them in meet- 
ing these newly discovered needs. It is equally evident that the or- 
ganization of the guidance program should be such that the reverse 
flow of information will be facilitated. It should make systematic 
provision for teachers and parents to inform the guidance specialists 
as well as one another of the pupil needs which their continuing 
contacts with the youngsters uniquely permit them to observe. 

A review of recent guidance literature indicates that in actual 
practice the trend is in the direction noted in the paragraphs above. 
“The concept of the specialized guidance worker, with little contact 
with either the teachers or the vast majority of students, is rapidly 
becoming outdated. Guidance coordinator has now become much 
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more nearly accurate than guidance director, and a most important 
aspect of this guidance coordinator’s work is helping teachers to 
be more effective in their guidance tasks.’ 


Patterning the Curriculum 


The organizational pattern of the curriculum should also be so 
ordered that it will be possible for teachers to gain a deeper under- 
standing of their pupils and have greater opportunity to guide their 
development effectively. The “primary block,” for example, is one 
departure from the typical primary grade setup which—given a fine 
teacher—provides certain advantages for guidance. By eliminating 
the yearly hurdle of passing from one grade to the next, a three year 
span of time permits the children who are slower to mature to catch 
up in learning to read and to accomplish other important develop- 
mental tasks without the need for repeating a grade and without 
the feelings of failure which accompany retention. The primary 
block also offers children the security of a continuing relationship 
with a teacher who, in the course of three years, comes to know each 
child personally, and his parents as well. Through reducing by two- 
thirds the number of the teacher’s contacts with different children 
and different families, the primary block enables him to do a far 
better job of guidance than he could find time to do as a teacher 
of a single primary grade. 


On the junior-senior high school level one promising departure 
from strict departmentalism is the multiple period setup which 
permits a teacher to guide the learning of the same group of pupils 
for a two or three hour block and, in some situations, to continue 
this relationship for more than one year. If, for example, a two hour 
core course is substituted for separate one hour courses in English 
and social studies and is continued under the same teacher for two 
years, the contacts which this teacher makes with different pupils— 
assuming thirty pupils to a class—is reduced from 120 to 30, and 
the amount of time spent with this student group of thirty is in- 
creased fourfold. Often the teacher of the multiple period course 
also acts as the adviser of the pupil group. The equivalent of a five 
period teaching load for such a teacher would be two sections of 
the double period “core” and one single period elective. ‘This 


* Dugald S. Arbuckle. “The Classroom Teacher’s Role in Guidance.” Review of 
Educational Research 14:185; April 1954. 
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teacher would be able to know well the sixty students for whom 
he was acting as both teacher and adviser. In the period of two years 
it would be reasonable to expect that he could become acquainted 
with the parents of these youngsters, to visit many of their homes, 
and to observe the children themselves in a variety of social as well 
as academic situations. The double period block would likewise 
provide the teacher more time to do something about the needs 
revealed by his study of the pupils, and greater opportunity to de- 
velop the kind of trusting, confidential relationship which is pre- 
requisite to good guidance. 

Moreover, many of the suggestions made in the preceding chap- 
ter for relating classroom learning experiences to pupil needs can 
perhaps be more easily implemented when lines of demarcation 
between certain subject matter areas are erased and when larger 
time allotments permit more effective use of community resources. 
Especially when the teacher feels secure enough to depart from 
the subject matter content typically “covered” in the courses for 
which the “core” is substituted and to develop with the pupils a 
course which is genuinely problem centered, will guidance and 
teaching be more effectively integrated. 

The two departures from common practice illustrated above, 
however, are not foolproof. No changes in time scheduling and no 
theoretical erasures of grade lines or course lines can guarantee 
better guidance by classroom teachers than that which is possible 
in the setup which typically exists in our schools today. If the 
teacher is insensitive to the needs of individuals or inflexible in 
adjusting to these needs in his one hour English class, he will be 
similarly insensitive and inflexible in his two hour English-social 
studies combination. On the other hand, a teacher who meets in 
all essential respects the personal and professional requirements 
set forth in Chapter II of this yearbook will guide children whole- 
somely and teach them well regardless of the subject he is teaching 
or the length of the class period. The quality of the teacher—not 
the organizational pattern, is the crucial factor. But having more 
time with fewer different pupils does enable such a teacher to do 
an even better job of guidance and instruction. 

What difference, then, does the philosophy of this yearbook, 
that teaching should be made inseparable from guidance, make to 
teachers in their consideration of problems of curriculum organiza- 
tion? It seems to the authors that if teachers are impressed with 
the influential position they hold in the lives of the boys and girls 
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and appreciate that their responsibility for developmental guidance 
is greater by far than that of any other member of the school staff, 
they will seek to discover and to try out patterns of curriculum or- 
ganization which may help them do a better job of relating guidance 
to teaching. ‘They will likewise be generous in giving psychological 
support and backing to their colleagues in whatever experimental 
program these other teachers may be involved. On the other hand, 
while displaying an experimental attitude, teachers who accept the 
challenge of integrating guidance and instruction will not “rest on 
their oars” until promising innovations in curriculum patterns have 
been introduced. There are many ways in which a better job of 
relating guidance to teaching can be done within whatever the 
present organizational pattern happens to be. These the good 
teacher will be anxious to discover and use. 

Organization of subject matter within the teacher’s classroom 
has already been discussed in the final section of Chapter IV. The 
problem approach to learning which substitutes for logically or- 
ganized academic content units of study which tie more significant- 
ly into pupil needs and which stimulate more fully an active quest 
for understanding usually eventuates in better guidance and better 
teaching. Without forfeiting sound training in the basic skills, 
many teachers on both the elementary and the secondary levels can 
undoubtedly become much more alert to situations in the lives of 
their pupils which concern and interest them. They can also become 
much more skilful in developing challenging studies which capital- 
ize on these interests. 


Organizing Staff Efforts 


Earlier in this chapter it was noted that the guidance of children 
and youth can most effectively be accomplished only if classroom 
teachers and guidance specialists work together closely. It is also 
clear that pupils can best be served only if the teachers also work 
together in this way. Only if they share with one another their 
awareness of the needs which they perceive in their pupils, and 
only if they are sensitive to the things which they might unthink- 
ingly do which would handicap their fellows, can such teachers be 
effective as guides of youth. 

This need for the reciprocal reinforcement of one another’s 
efforts is very real at all school levels. In the elementary school, how- 
ever, it is principally in out-of-class settings in the halls, the lunch- 
room, the library, the assembly and on the playground that such 
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mutual aid is called for. This is because the teacher in the lower 
school usually has a given group of pupils under his tutelage for most 
of the day. Although a few special teachers of art, music and speech 
may share in the guidance and instruction of his pupil group, the 
elementary school teacher usually has abundant opportunities to 
help the youngsters keep in mind throughout the whole day the 
goals for which they are striving in all the subjects they may be 
studying. In such a situation the teacher is not likely to undo or to 
fail to reinforce in the second hour what he taught in the preceding 
period. 

In the secondary school, however, this hour to hour reinforce- 
ment is frequently lacking. The work of a given teacher is some- 
times unwittingly nullified by his colleagues. In a departmentalized 
school the pupil is likely to be viewed in a departmentalized fashion 
with the result that the guidance and instruction he receives may 
not be as consistent or as effectively integrated as they should be. 
Because of the seriousness of this too commonly encountered situa- 
tion, the remainder of this chapter is concerned with the coopera- 
tive efforts toward mutual aid which secondary school teachers 
should undertake. 

The teachers of any given subject perceive the needs of youth 
a bit differently than do the teachers of the other subjects. When 
all of these teachers share their perceptions, each will very likely 
gain a much more complete knowledge of the needs of his pupils. 
As already noted, the teachers of any subject can be unwittingly 
handicapped by their fellows in other subject areas who either fail 
to capitalize upon opportunities to reinforce what the “other” 
teachers teach or who unthinkingly do things which negate their 
colleagues’ efforts. Conversely, the effectiveness of the teachers of 
any specified subject is significantly heightened when their teach- 
ings are consistently reinforced by their colleagues in other subject 
fields. 

It is axiomatic that this business of reinforcing the other fellow’s 
efforts, and of being reinforced by his, can be accomplished only 
as each teacher makes himself aware of what it is that he should do 
in support of the efforts of his colleagues in each of the other sub- 
ject fields—and then proceeds to give this support. Each subject 
matter department in the school should make known to all other 
teachers those of its objectives which can be accomplished only if 
other members of the faculty are aware of, accept and seek to 
facilitate these purposes. 
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By way of giving some indication of what this pooling might 
result in, the funded replies of teachers in each of ten subject fields 
who were asked to tell what help they needed from the other 
teachers are given below. It should be emphasized that these 
teachers were not asked to list all of their objectives. Instead, they 
were asked to name those among their instructional goals which 
can be achieved only if the teachers of other subjects are also 
mindful of them. Here, then, are the helps which these teachers 
said must be given if their pupils are to be as well served as possible: 


How the Teachers of Business Education Subjects 
Wanted To Have Their Efforts Reinforced 


Weare trying to engender in pupils those qualities of personality 
(loyalty, good manners, pleasing appearance, discretion, accuracy, 
promptness, dependability and tact) which make for success in 
the business world. Every teacher is unavoidably either fostering 
these or the opposite qualities, depending upon the expectations 
which he holds and the “way of life” typified in his classroom or 
student activity. 

Weare trying to help pupils see more clearly the role each is now 
playing, and the role each is likely to play, in the business world. 
This task of self-discovery and self-direction we cannot successfully 
guide without the assistance of as many as possible of the other 
teachers whose work relates in any way to the world of business. 

We are trying to help pupils acquire facility in adapting them- 
selves to as many different business situations as possible. ‘To the 
degree that their work brings students into contact with actual 
business situations, all of the other teachers in the school either 
help or hinder depending upon whether or not they consciously 
try to help students make these adaptations. 

We are trying to help pupils gain as much practical work ex- 
perience as possible. Since the total life of the school is full of 
potential work experiences, every member of the faculty must 
share this objective if it is to be achieved. 

We are trying to help pupils appreciate the importance of busi- 
ness in our personal, home, community, national and international 
affairs. To the degree that his instruction touches any of these areas 
of living, every other teacher in the school will inevitably either 
help or hinder us in our efforts to do this. 

Weare trying to help pupils understand common business terms, 
and to pronounce and spell these correctly. Depending upon 
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whether these terms are accurately or inaccurately understood and 
correctly or incorrectly pronounced and spelled in all other classes 
in which they occur, our efforts are either aided or negated by these 
other teachers. 


How the English Teachers Said 
They Should Be Supported 


We are trying to help pupils learn how to express themselves 
freely, adequately and enjoyably. ‘This important learning cannot 
be acquired unless all teachers not only allow but encourage the 
student to express himself freely in whatever the medium, help him 
to do it adequately and enjoyably. 


We are trying to help pupils develop clear, forceful and pleasing 
expression in speech. Every teacher teaches speech by example 
whether he wishes to do so or not. All the speech teaching in the 
school should be directed to the same end. Unless it is, our best 
efforts may easily be nullified. 

Weare trying to help pupils learn to write according to accepted 
standards. We are bound to fail to some degree unless all teachers 
encourage the preparation of written work so that it meets accept- 
able standards. 


We are trying to help pupils learn to read more effectively, to 
enjoy reading and to find satisfaction in reading better literature. 
All teachers who employ written materials are inevitably teachers 
of reading. Unless all these teachers encourage effective reading 
with reference to the materials in their particular fields, and make 
it an enjoyable experience for the pupils, our accomplishment is 
certain to be limited. 


Weare trying to help pupils grow in vocabulary power. Our work 
is handicapped unless every teacher provides satisfying situations 
which encourage growth in vocabulary. 

We are trying to help pupils become more intelligent listeners— 
listeners who can follow a line of reasoning, identify the good points 
or flaws in it, draw the most important items from the array of facts 
or impressions presented and critically evaluate them. Inevitably, 
every teacher either helps or hinders in this regard, depending upon 
the example he sets, the expectations which he holds and the pro- 
cedures which he follows in his class. 

We are trying to help pupils to select, utilize and enjoy the best 
in radio and television programs, movies, magazines and news- 
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papers. Unless every teacher gives guidance in this regard, our suc- 
cess is certain to be meager. 

We are trying to help pupils learn to use parliamentary proced- 
ures effectively so that they may participate courteously and intel- 
ligently in formal group affairs. By the example they set, and by 
the manner in which the affairs of their classes or their activities are 
conducted, the other teachers will inevitably either enhance or 
negate the effectiveness of our efforts. 


What the Foreign Language Teachers 
Asked of Their Fellows 


Weare trying to help pupils develop an appreciation of the con- 
tributions (both past and present) of foreign cultures to world 
civilization, and of our consequent debt to these cultures. Since 
these contributions touch every major aspect of our lives (what we 
eat, wear, do, say, believe; our music, art, literature, science, trans- 
portation, communication, religion, warfare, public health and 
safety, housing, conservation of resources, government, education, 
industrial arts and amusements), every teacher in the school can 
and should help achieve this civilizing objective. We cannot do the 
job alone. 

Conversely, we are trying to help pupils become more awate of 
the contributions America has made and is making to foreign cul- 
tures. Again, since these contributions touch every major aspect 
of life (food, clothing, shelter, beliefs, recreation, music, art, litera- 
ture, science, industrial processes, government, educational, trans- 
portation, communication, public health, safety and housing), 
every teacher can and should help us in achieving this objective. 

We are trying to help pupils appreciate the mutually beneficial 
effects which flow from the exchanges noted in the foregoing para- 
graphs. Since every aspect of life touched by any school subject 
reflects these cultural borrowings, it follows that this civilizing 
objective should be striven for by every teacher. Foreign language 
teachers cannot hope to do the job by themselves. 

We are trying to help pupils develop an attitude of sympathetic 
understanding with reference to people of other lands, both abroad 
and here in the United States. Whether or not he wills it or is even 
conscious of it, every teacher is unavoidably teaching either toler- 
ance or intolerance every time any allusion is made to any foreign 
group or person in his classroom. Needless to add, we can never 
successfully teach tolerance unless all other teachers do likewise. 
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Weare trying to help pupils develop an abiding interest in world 
affairs. This is imperative if we are to have good citizenship in a 
rapidly shrinking, highly interdependent world. We cannot do this 
alone. Every teacher must help if this objective is to be realized. 


Reinforcement Requested by 
Home Economics Teachers 


We are trying to help pupils become intelligently aware of the 
changed and changing role of the home. The cooperation of teach- 
ers in several other fields is clearly indicated when such questions 
as the following are faced: What changes have occurred in respect 
to the economic, protective, educative, recreational and custodial 
functions of the home, and what are the consequent changed rela- 
tionships among its members? To what new problems do these 
changed conditions give rise? What economic, protective, educa- 
tive, recreational and custodial roles does the home seem destined 
to play in the proximate future? With what community agencies or 
institutions will the home presumably have to cooperate in order 
adequately to carry out these functions in the years which lie im- 
mediately ahead? 


Weare trying to help pupils improve the various aspects of their 
personal family relationships within this changed and changing 
context. It is beyond the ability of the teachers in our department 
to provide adequate guidance in respect to these important matters. 
These problems are likewise the proper concern of teachers of 
language arts, social studies, biological sciences, physical education, 
industrial arts and possibly other subjects. 

We are trying to help pupils make homelife more healthful. To 
do this adequately we must have the cooperation of at least the 
teachers of science, physical education and social studies. ‘This is 
probably also the legitimate concern of other teachers as well. 

Weare trying to help pupils make homelife safer through teach- 
ing them how to prevent accidents in and around the home, and 
how to administer first aid. The cooperation of at least the teachers 
of science, industrial arts, social studies and physical education is 
necessary if this is to be successful. 

We are trying to help pupils make homelife better through wiser 
consumer buying. Almost without exception, the cooperation of all 
other teachers is essential if this objective is to be achieved. 


We are trying to help pupils make homelife more enjoyable 
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through beautifying the home. Since this involves problems of 
design, color harmony, gardening, landscaping, constructing, paint- 
ing and the like, the cooperation of several other teachers is clearly 
needed. 


We are trying to help pupils to improve home living through 
making needed or desirable home repairs. The cooperation of the 
industrial arts and science teachers is clearly necessary if this help 
is to be adequate. 

We are trying to help pupils make homelife more enjoyable 
through encouraging home-centered recreational activities. This 
objective implies the cooperation of the teachers of virtually every 
subject. 

We are trying to help pupils acquire the social amenities as to 
etiquette, dress, dating, boy and girl relationships, and such social 
skills as dancing, playing party games, and the like. This objective 
is inherently embedded in the purposes which are operative in 
several of the other subjects. No realistic home economics depart- 
ment would ever hope to do this job single-handedly. 


We are trying to help pupils improve the home as society’s 
child-bearing and child-rearing agency. Again, this objective implies 
an approach to certain areas (happy marriage, wise parenthood, 
child care and others) which are likewise the proper concern of 
other teachers. Unless all these staff members cooperate, the school 
is certain to fail to provide adequate guidance in this regard. 


Types of Cooperation Needed by 
Teachers of Industrial Arts 


Weare trying to help pupils become familiar with the industrial 
world in which we live—with its materials, processes, tools and 
with its principal manufactured products. This is also the legiti- 
mate concern of teachers of science, social studies, mathematics, 
language arts, home arts, music, art and probably all other areas. 


We are trying to help pupils acquaint themselves with the 
changing nature of industrial occupations, and to choose fruitful 
exploratory experiences in this regard as a basis for intelligent 
self-guidance. Teachers who, in whatever manner, infect students 
with the “white collar virus” are certain to negate our efforts. 
The active cooperation of teachers of language arts and social 
studies is particularly needed with reference to this objective. 


We are trying to help pupils appreciate the aesthetic qualities 
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of industrial products, and to learn how to utilize these to enrich 
their lives. This clearly makes imperative the cooperation of the 
teachers of art, home arts, physical education, language arts, 
music and probably all other subjects as well. 


We are trying to help pupils lay a sound foundation for wise 
consumer buying with reference to present industrial products 
and services, and to help them anticipate the new problems likely 
to confront the consumer because of industrial changes. Here 
again we have a community of interest with the teachers of home 
arts, sciences, art, physical education, music, language arts and 
probably all areas. 

We are trying to help pupils develop numerous and varied 
hobby skills in the realm of industrial materials, processes, tools 
and products. We are certain to fail in this to some degree if 
other teachers, whether by example or precept, teach that such 
hobbies are unworthy or “lowbrow.” In a subject matter sense, 
such hobby interests are the legitimate concern of teachers of 
science, language arts, home arts and probably of other subjects. 


We are trying to help pupils acquire numerous and varied prac- 
tical abilities with reference to everyday affairs, for example, the 
care of the family automobile, replacing fuses, repairing electrical 
and other appliances, et cetera. This objective is also implicit in 
the functional subject matter of teachers of science and home 
arts, and of other areas as well. 


Weare trying to help pupils learn how to avoid accidents through 
the safe use of gas, oil, electricity, automobiles, bicycles and what- 
ever other industrial products they may be utilizing. Teachers of 
science, home arts, language arts, physical education, and prob- 
ably other areas are legitimately concerned with this objective. 


Kinds of Assistance Requested by 
Mathematics Teachers 


We are trying to help pupils acquire the ability to select, as- 
semble, classify and interpret relevant data with reference to prob- 
lem-solving; to develop a valid technique of problem-solving. As 
concomitants, we are trying to help students develop an appreci- 
ation of exactness, a disposition to insist upon strict logical de- 
duction, a respect for the power of reasoning and a faith in the 
value of sound inference. Whether he does so consciously or other- 
wise, every teacher is certain to help or hinder us in achieving 
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this objective. We are helped if every teacher typifies this ap- 
proach in his own behavior and holds it up as an expectation 
in all problem-solving situations, regardless of the subject matter 
or types of problems involved. We are hindered when any teach- 
er permits pupils to overlook relevant data, or to include irrelevant 
data, or to fail to assemble and classify data into usable form, 
or to draw inferences based only on part of the relevant data, 
or to formulate conclusions unwarranted by their data. 


We are trying to help pupils develop an appreciation of the 
function of mathematics in contemporary life, of its contribu- 
tions to everyday living and of its role in the drama of civilization. 
We are helped to the degree that all other teachers sensitize 
their students to the role played by mathematics in whatever areas 
of living their subjects are centered or touch upon. A few examples 
would be (a) the role of statistical mathematics in the business 
world; (b) the utilization of mathematical symbols, formulas 
and equations in industrial processes, in advancing the frontiers 
of science and in securing data essential to the social sciences; 
(c) the mathematical basis of music; (d) the mathematical basis 
of sketching, design, architecture, map-making, and such; (e) the 
mathematics commonly utilized in games, sports and the laying 
out of playing fields, courts, et cetera; (f) the mathematics com- 
monly utilized in recipes and patterns; (g) the universality of 
mathematics as a language; (h) the mechanical and social inven- 
tions made possible through mathematical discoveries or applica- 
tions; (i) the role of mathematics in modern warfare, in govern- 
ment, in transportation, in communication, in public health, in 
conserving natural resources and in producing, distributing and 
consuming goods and services. 


We are trying to help pupils develop a functional mathematical 
vocabulary which is part of the everyday vocabulary utilized in 
other school work, in news accounts of local and world events, 
and in intelligent discussions and conversation. To illustrate: 
(a) in various school courses students are called upon to utilize 
such mathematical concepts or devices as rates, length, area, per- 
cent, dependence, equality, similarity, quotient, sum, product, 
units of measure, statistical graphs, pictograms, height, interest, 
circle, angle, measurement, horizontal, vertical, et cetera; (b) there 
are 498 mathematical terms in the 6000 words in the Thorndike 
list; (c) the newspaper account of a flight around the world con- 
tained nine units of measure, eight geometric terms, two math- 
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ematical instruments, seventeen scientific terms or phrases, and 
twenty-two semimathematical terms such as “few” and “all.” 
We are helped to the degree that every other teacher sensitizes 
his pupils to these concepts, terms, symbols, instruments and 
such, as they relate to his work. 


What the Music Teachers Requested 


We are trying to help pupils understand the conserving and the 
creative roles which music plays in any culture; how it helps 
“tincture each generation with the dye of the preceding”; how 
it spreads new hopes and ideas; how it has been known to sweep 
individuals, groups and even nations into allegiances which some- 
times have been misleading and tragic and, at other times, en- 
nobling and inspiring. The creating of deep allegiance is likewise 
implicit in the subject matter of the language arts, art, social 
studies, and probably other fields as well. 

We are trying to help pupils grasp the relationship between 
music and human desires; to understand that it is always associ- 
ated with every human activity, with the way we plow our soil, 
sow our crops, harvest our wheat, feed our pigs, milk our cows, 
conserve our soil, swing our partners, woo our sweethearts, rock 
our babies, play with our friends, fight our enemies, worship our 
God, bury our dead, and so on and on. And not only do we want 
our students to understand music in this sense; we are also trying 
to help them use it more intelligently and enjoyably in all respects. 
Obviously this is far more than a one department job. Since music 
is associated with every human activity, this objective is implicit 
in every school subject that touches human life at any point. 

We are trying to help pupils appreciate the forms in which 
music has been important in the history of culture—in folk song 
and dance, religious ritual and pageant, mystery play and drama, 
and instrumental music for concert and home. This objective 
clearly implies the cooperation of at least the teachers of social 
studies, language arts, and art. 

Weare trying to help pupils broaden their views with reference 
to the relationship of music and the culture by helping them realize 
that folk music is not of the past alone, but that it still is and 
always will be in the making. This objective is also implicit in 
the functional teaching of language arts and social studies. 

Weare trying to help pupils sense the rudimentary music values 
in our language, our dialects, our localities, our problems, out 
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needs, our common interests. The cooperation of teachers in 
virtually all other fields is indicated here, most notably that of 
teachers of language arts and social studies. 

We are trying to help pupils understand how modern tech- 
nology is revolutionizing music, as indeed it is affecting all forms 
of communication. We are also trying to help them develop the 
ability to grapple successfully with the problems which are thus 
being created, and to make the most intelligent and enjoyable 
utilization of the new instrumentalities which technology has 
given us, such as the radio, phonograph and television. This ob- 
jective involves the cooperation of teachers of language arts, so- 
cial studies, science, industrial arts and home economics. 

We are trying to help pupils enrich their leisure time through 
acquiring skills and appreciations with reference to vocal and in- 
strumental music. This objective is also implicit in the functional 
teaching of the language arts, and possibly of other fields as well. 


How the Health and Physical Education Teachers 
Wanted To Be Helped 


We are trying to help pupils acquire organic power, which is 
the essential foundation of all physical fitness and good health. 
This necessarily involves vigorous big muscle activity for virtually 
all pupils. Both by example and precept, teachers frequently de- 
preciate big muscle activities as being “lowbrow” and engender 
similar attitudes in students. When translated into behavior, this 
attitude can only result in lessened physical fitness. Carried to an 
extreme, it will inevitably undermine good health. We cannot 
possibly succeed in this objective unless all other teachers typify, 
and hence teach, the directly opposite attitude toward big muscle 
activities. 

We are trying to help pupils establish many other sound basic 
health practices. By their very nature, as the following breakdown 
will attest, these practices must be a continuing concern of all 
teachers if they are to become habitual. 

We are trying to help students safeguard their eyesight. Every 
teacher can assist in this as he sees to it that his classroom is 
properly illuminated at all times. This objective also involves the 
securing of certain understandings which are the proper concern 
of the teachers of science, of home arts, of industrial arts, and 
probably other fields as well. 

We are trying to help pupils make habitual the breathing of 
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fresh air. This implies certain understandings which are the legiti- 
mate concern of other teachers, notably those in science, industrial 
arts and home arts. Also, this objective can be achieved only if every 
teacher sees to it that his classroom is properly ventilated at all 
times. 

We are trying to help pupils acquire a healthful posture. Both 
by his personal example and by the seating and other arrangements 
which he provides in his classroom, and, no less important, by the 
nature of the expectations regarding posture which he holds up to 
his students, every teacher is unavoidably a teacher of posture. His 
only real choice is whether he will teach good or bad posture. 
Further, if students are to know the why as well as the what of 
good posture, we must have the cooperation of at least the science 
teachers. 

We are trying to help pupils acquire habits of physical cleanli- 
ness. This (or the opposite) is also inevitably taught by example 
in the classroom. Nor is there any subject area of the curriculum 
which does not legitimately embrace this objective. 

We are trying to help pupils learn how to maintain a proper 
balance between work or exercise and relaxation. This can be 
learned only as it is lived in every classroom of the school. Again, 
if students are to understand the why as well as the what of such 
a proper balance, we must have the cooperation of other teachers, 
notably that of the science teacher, in their direct teaching. 


We are trying to help pupils learn how to provide for their 
physical safety through accident prevention and the care of in- 
juries to prevent infection. This is a proper concern of every 
teacher as far as what he teaches by example is concerned. In a 
subject matter sense, it is also a proper concern of teachers of 
science, home economics, industrial education and probably of 
other subjects as well. 

We are trying to help pupils become intelligently aware of the 
changed and changing nature of leisure and recreation in our 
culture. The cooperation of teachers in several other fields is clearly 
indicated when we face such questions as the following: What 
forces are changing our leisure time situation? What important 
changes have already occurred? What changes seem likely in the 
immediate future? What new recreational needs are emerging? 
What kinds of recreational skills will students probably need after 
they have left school? Through what school and out of school 
activities can these needed skills best be acquired? 
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We are trying to help pupils acquire a rich variety of enjoyable 
recreational skills, many of which will be suitable for after-school 
years. Obviously, this is an objective which must be striven for by 
teachers in every subject matter field if it is to be achieved, and 
certainly every subject area potentially has in it many rich and 
varied recreational outlets. Still another type of cooperation is nec- 
essary: we cannot succeed if other teachers depreciate physical play 
by labeling it “lowbrow.” 

We are trying to secure physical health test data (vision, hear- 
ing, heart, lungs, general physical tone, and others) concerning all 
pupils, and to put these data to work as a basis for the better guid- 
ance and instruction of these youth. Obviously, this calls for the 
full cooperation of the entire faculty, both with reference to collect- 
ing certain of these data and with reference to putting all of the 
data to work. 


Types of Support Solicited by Science Teachers 


We are trying to help the pupils develop an appreciation of the 
role of science in everyday life, of its contributions to daily living 
and of its role in the unfolding drama of civilization. Since science 
has profoundly altered every aspect of living (producing, dis- 
tributing and consuming goods and services; conserving human 
resources; conserving nonhuman resources; transporting; com- 
municating; spending leisure time; governing and educating), every 
teacher whose subject matter touches life at any vital point can 
and should help us in achieving this objective. 

Weare trying to help pupils make habitual the scientific attitude. 
Inevitably, every teacher either helps or hinders in this regard. In 
the example which he sets by his own behavior, and in the ex- 
pectations which he holds up to his students, each teacher either 
typifies the scientific attitude or its opposite—and this regardless 
of whether it be done consciously or unconsciously on the part 
of the teacher. 

We are trying to help pupils recognize the universality of cause 
and effect relationships. Unavoidably, every teacher either typifies 
this recognition or its opposite in his teaching and in his own be- 
havior, and hence inevitably either implements or negates our work. 

We are trying to help pupils see through the fallacious “reason- 
ing” which lies at the foundation of claimed racial superiorities, 
and by so doing to help them become sympathetically understand- 
ing of other racial and language groups. Depending upon the 
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nature of the attitudes typified in their own personal behavior, 
all teachers by example unavoidably teach either tolerance or 
intolerance toward other racial and language groups. ‘The selection 
of the subject matter in whatever the subject field also has an 
important bearing on the teaching of tolerance. 

We are trying to help pupils increase the number, variety and 
depth of their interests in and to acquire an operational under- 
standing of the many and varied phenomena of the physical en- 
vironment. Unavoidably, both by precept and by example, every 
teacher either encourages or discourages the nurturing of active 
interests in this regard and either helps or hinders us in achieving 
this objective. 

We are trying to imbue pupils with a desire to improve various 
aspects of the physical environment to the end of a more abundant 
and secure life for all. Every teacher is certain to reflect some variant 
of this attitude in his classroom and in his personal behavior, and 
hence helps or hinders in the achieving of this objective. 

We are trying to help pupils acquire command of a working 
vocabulary of scientific terms commonly encountered in everyday 
life; to have an accurate understanding of these terms, to use them 
properly, and to pronounce and spell them correctly. We are 
either helped or hindered, depending upon whether these terms 
are accurately or inaccurately understood, properly or improperly 
used, correctly or incorrectly pronounced and spelled, in other 
classroom situations in which they occur. 

We are trying to help pupils become skilled in and habituated 
to the practice of applying simple but fundamental research tech- 
niques in solving their problems, and the more these can be 
centered in real life situations the better. Our efforts are certain 
to be negated if other teachers encourage or permit students to 
draw final conclusions based upon a single approach, upon an 
uncritical reliance on secondhand information, or upon the pro- 
nouncement of a single authority. 

We are trying to help pupils learn how to interpret scientific 
data of the types commonly encountered in everyday experience, 
and how to apply these interpreted data to life situations. We are 
either helped or hindered by other teachers, depending upon 
whether or not they correctly interpret these data as they are 
encountered in their classes, and whether or not they are intel- 
ligently applied by the students in these other classes. 

We are trying to help pupils recognize the unfounded assump- 
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tions, and to inoculate them against the superstitions, which are 
commonly encountered in everyday living. ‘To the degree that any 
of these superstitions and unfounded beliefs underlie any aspect 
of the observed behavior of any other teacher, our work is more 
than likely to be undone. Conversely, we are helped to the degree 
that all other teachers, both by example and by precept, sensitize 
pupils to the fallacies underlying the unfounded assumptions and 
superstitions which are prevalent in our community and world. 


What the Social Studies Teachers Asked of Their Colleagues 


We are trying to help pupils gain an intelligent understanding 
of contemporary society, of the heritage which it carries, of the 
historical roots of this heritage, and of the unsolved problems 
with which we are today confronted. This is also a legitimate cen- 
tral objective of most of the other teachers in the school. Unless 
these teachers also strive to accomplish this objective, it cannot 
be achieved adequately. 

Weare trying to help pupils develop an allegiance to democratic 
values and processes—to discover how our funded experience has 
taught us that these are productive of the good life, and to dis- 
cover what behaviors are and are not sanctioned by these values. 
The school can engender an allegiance to democratic values and 
processes only if these are lived in every classroom and extracur- 
tricular activity. As opportunities to do so naturally arise, each 
teacher should also help students to intellectualize these values 
and processes. 

We are trying to help pupils gain proficiency in using techniques 
for cooperating in the solution of social problems. Since this ob- 
jective implies developing interest in human welfare, sensitivity to 
social problems, the habit of working cooperatively with others, skill 
in investigating social problems, the habit of collecting and con- 
sidering appropriate evidence, facility in interpreting pertinent data, 
and facility in applying significant facts and principles to social 
problems, it is clearly apparent that every teacher must make this 
his objective if it is to be achieved to any adequate degree. 

We are trying to help pupils familiarize themselves with and to 
immunize themselves against the devices of unscrupulous propa- 
gandists. This objective must also be shared by virtually all other 
teachers—most notably by those in the language arts, in music, 
art, science and mathematics. 

We are trying to help pupils make their leisure time count to 
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better advantage through helping them acquire an interest in read- 
ing about and discussing social problems of every type and de- 
scription. ‘This calls for close cooperation with the teachers of 
language arts and of most other subjects. 

One very significant omission will have been noted by the reader; 
the teachers of art are not represented. This omission does not stem 
from any lack of appreciation for the importance of art in the cur- 
riculum on the part of the yearbook committee. Rather, it derives 
solely from the fact that there were no teachers of art in the sum- 
mer school groups from which the preceding statements were 
solicited. 

Instructional Goals Become Guidance Goals 

As teachers help each other gain such objectives as those listed in 
the preceding pages, they do it with reference to individual boys 
and girls. It is at this point that instructional goals become guidance 
goals. The English teacher, for example, accepts his responsibility 
for the health objectives set by the teachers of health and physical 
education by seeking to observe and understand the somewhat dif- 
ferent health needs of each pupil, and by then providing learning 
experiences in his classroom in the health areas which are appropri- 
ate for each pupil. While he may reinforce the efforts of the teacher 
of business education by helping all his pupils in English develop 
qualities of personality which make for success in business, his ap- 
proach is varied in light of a given youngster’s need for improve- 
ment in such qualities as courtesy, personal grooming, tact or 
dependability. If the English teacher’s assistance to the home eco- 
nomics teacher in achieving the objective of helping pupils improve 
personal family relations is to be of maximum worth, he must 
know something about the problems of family relations faced by 
particular pupils and help each on an individual basis. To illustrate, 
he might help one pupil to gain insight through reading a novel 
concerned with family problems similar to his, help another to 
seek an outlet for his pent-up feelings about his family through 
creative or autobiographical writing, and encourage a third to seek 
his counsel on a problem of family discord through establishing 
with him a relationship of trust and support. 

By way of further partial illustration, one teacher, Mr. Brown, 
quickly noticed that among the twenty-five pupils in his mathe- 
matics class, Bill and Sam seemed particularly to lack the ability “to 
express themselves freely, adequately and enjoyably,” and Pete and 
Sadie quite obviously did not “write according to accepted stand- 
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ards.” In dealing with Bill and Sam, Mr. Brown was careful not to 
involve either in situations in which embarrassing attention would 
be called to their inadequacies in oral communication. He bided his 
time and capitalized upon every opportunity to have them either 
explain to or tell the class about their successful resolution of prob- 
lems concerning which most of their classmates desired help. By 
virtually guaranteeing that their first experiences in communicating 
with the class would be both successful and valued, Mr. Brown 
helped the two lads to overcome at least some of their reticence in 
speaking out. And by seeing to it that their help was sought by 
their classmates, Mr. Brown made it both easy and pleasurable for 
Bill and Sam to become more proficient in expressing themselves. 

Pete, Mr. Brown discovered, was reasonably conscientious but 
simply did not know what the accepted standards for written work 
were. Sadie, it was soon apparent, knew but did not care. Mr. 
Brown’s few words with Pete’s overworked English teacher helped 
her to “spot” the youngster’s difficulty much sooner than her large 
number of pupils might otherwise have permitted, so the help this 
transfer pupil needed he soon received. The improvement which 
soon began to be apparent in Pete’s written work was approvingly 
noted by Mr. Brown in brief conversation with him. 

Sadie’s problem was more difficult to resolve. From the guidance 
counselor Mr. Brown learned that she came from a somewhat un- 
fortunate home situation where standards in regard to things ac- 
ademic were sadly lacking. Good-naturedly but firmly, Mr. Brown 
let Sadie know that anything either markedly or consistently less 
than her best would not be acceptable to him. Later, when the class 
was broken into subgroups in connection with an early unit of work, 
Mr. Brown arranged for Sadie to join the group that was attacking 
the part of the work in which she was most interested and in connec- 
tion with which she could probably make her best contribution to 
the class. He then asked the members of each subgroup to appraise 
their own and their group mates’ written work. By this device Sadie 
was helped to see that the way she expressed herself had more than 
a little to do with determining her effectiveness—and the esteem in 
which her contribution was held by her classmates as well as by Mr. 
Brown. 

One of the most rewarding ways for teachers to help each other 
in guiding boys and girls is to exchange information about indi- 
vidual pupils—just as Mr. Brown passed on his observations of Pete 
to his English teacher. In some schools staff conferences for pooling 
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information about a youngster and for cooperative planning to meet 
his needs are part of regular guidance procedure. In this manner 
the composite of general objectives set up by the teachers of each 
subject area is focused and interpreted in light of the needs of a 
given pupil. 

Thus, even in a strictly subject-centered approach such as that 
depicted in this section, teachers may assist one another in making 
their classroom guidance more effective: first, by informing one 
another of objectives which, though primarily related to one sub- 
ject area, are a proper concern of all teachers; second, by pooling 
information about an individual pupil to discover his needs with 
regard to these objectives; and third, by providing in every class- 
room the help youngsters need in making progress toward these 
objectives—this to the degree and in the manner which each boy 
or girl shows a need for such assistance. 

The yearbook committee does not recommend that the state- 
ments of needed reinforcements which were recounted earlier in 
this chapter be accepted by the faculty of any school. Instead, it 
is recommended that the teachers in departmentalized schools 
utilize the process here indicated to work out for themselves their 
own answers to the question of what they should do to reinforce 
one another’s efforts. If the statement of needed reinforcements 
which is thus formulated is an accurate reflection of what the local 
faculty genuinely believes to be necessary, the likelihood that such 
reinforcements will actually be supplied is of course far greater 
than could ever be expected in the case of a “foreign” document. 

There will be a need for guidance specialists to confer from time 
to time with groups of teachers to help them gain greater proficiency 
in meeting the needs of youth. Undoubtedly, too, interdepartmen- 
tal meetings of teachers will need to be held for purposes of learn- 
ing from one another how better to do the things which reinforcing 
the efforts of one’s colleagues requires. In these meetings the teach- 
ers in each department may offer in turn whatever instruction their 
fellow staff members may require in order effectively to incorpo- 
rate in their work the types of reinforcements which are desired. 
Through the give and take of such meetings, the faculty of a school 
will in a very real sense be lifting itself by its own bootstraps. In 
so doing it will be making itself increasingly more capable of pro- 
viding the consistent and well-integrated guidance and instruction 
which both the needs of the pupils and those of the supporting 
society require. 
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CHAPTER VI 


Guidance Specialists as 
Resource Persons 


HAPTER V showed how the organization of the guidance serv- 
ices, the curriculum and the instructional staff can help a 
teacher make his classroom guidance more effective. ‘The major por- 
tion of the chapter described ways in which teachers can aid one 
another through reciprocal reinforcement of efforts. Part ‘Three 
is concerned with the resources—other than fellow teachers—which 
the teacher is most likely to utilize in guiding individual boys and 
gitls. Resources within the school are discussed in Chapters VI, 
VII and VIII. Those which are outside the school are described in 
Chapters IX and X. 

There are additional sources of help for teachers with which, be- 
cause of space limitations, we are not attempting to deal in Part 
Three. Among these are state departments of education, colleges, 
universities, special agencies and consultants of various kinds. This 
yearbook, however, stresses resources which usually have more 
primary or direct influence upon teachers as they guide children and 
youth. In this chapter guidance specialists are considered as a re- 
source available to teachers at both elementary and secondary 
school levels. 


Preschool and Elementary School Guidance 


It would seem logical for the school consciously to engage in 
guidance as early as possible in the life of the child, beginning at 
least with entrance into school at kindergarten or the first grade. 
Yet, “guidance” as an organized movement began, strangely enough, 
as vocational guidance, with emphasis at the secondary school level. 
It began as a specialized field, with a separate department or bureau, 
staffed with specialists to whom a child was sent when in need of 
“guidance.” As indicated in earlier chapters, this sort of setup still 
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exists in all too many places. But the viewpoint of this yearbook— 
that instruction is inseparable from guidance—is being increasingly 
accepted by schools at all levels. In such schools, the guidance pro- 
gram is an integral part of the whole school system. It is concerned 
with staff morale, pupil-teacher ratio, curriculum, “emotional cli- 
mate”’ of classrooms, tensions of pupils and teachers, relations with 
school administrators, physical setup—in other words, it is con- 
cerned with the total program and functioning of the school. It is 
likewise concerned with the home and community backgrounds of 
children because these too affect the development of the individual 
pupil in school as well as out. 

In this new concept, vocational guidance takes its proper place as 
a very important but highly specialized aspect of a broader guid- 
ance, which is guidance for living. The key persons in such guidance 
of children are parents and teachers. In the newer concept of guid- 
ance, however, a guidance director and other specialists are even 
more necessary than formerly. The director plays the role of co- 
ordinator of all those phases of the school program which contribute 
to individual guidance. He and other specialists are essen- 
tial “resource persons” available to parents, teachers and others to 
help them in guiding children.’ It is the purpose of this chapter to 
clarify the role of such guidance specialists. 


Guidance Begins 


It is customary to speak of “twelve years of general education,” 
referring to the elementary and secondary school years. We should 
learn to think of at least thirteen years of general education, since 
research has clearly demonstrated the educational importance and 
values of kindergarten. This is already being extended downward 
as many public and private schools are providing junior kindergarten 
for four year olds and as some are providing nursery school units 
for even younger children. Our accepted concept oi general educa- 
tion should include at least one year of kindergarten experience in 
which the child learns to live and work with a group of his peers 
before launching into the basic “school learnings” usually expected 
in the first year of the elementary school. 


*In a major study of guidance in elementary schools, conducted by the National 
Association of Guidance Supervisors and Guidance Trainers, 611 elementary schools 
in 19 states were polled by questionnaire. Of the schools responding, 81 percent ex- 
pressed the need for a “director of guidance.” See Dugald S. Arbuckle. “The Class- 
room Teacher’s Role in Guidance.” Review of Educational Research 14:185; April 
1954. 
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If schools are to meet the needs of children adequately, they 
must be able to help parents when parents need guidance. Just how 
extensive this service should and can be will depend upon the phi- 
losophy and the resources of the school. A fundamental preventive 
program would begin in the child’s preschool years, extending 
opportunities for parent education and counseling for parents to 
the school’s future patrons. Either a guidance specialist, trained 
in child development and psychology, or a broadly trained kinder- 
garten teacher of the regular school staff, might serve as a resource 
person to parents of children of preschool age. Since for every indi- 
vidual the foundations of personality and the basic patterns of be- 
havior are laid in the earliest years of life, the school could best serve 
not only the individual and society, but also its own purposes, by 
doing what it can to see that these foundations are soundly and satis- 
factorily established. 

Few schools, however, can at present extend guidance services to 
the preschool levels; until they can, schools may wisely concentrate 
their major guidance efforts on the child’s earliest years in school. 
It seems obvious that the strategic area in which public schools 
should launch their guidance services is at the kindergarten-primary 
level. Guidance is based upon recognition of individual differences, 
many of which may be apparent from birth. Many other individual 
differences are very apparent by the time the child enters school. 
The earlier these are recognized, the better the chance of success- 
fully adjusting the school to the child and the child to the school. 
Thus from the beginning instruction is inseparable from guidance. 
Efforts to prevent maladjustments during the early years constitute 
a much more constructive and significant mental health program 
than do attempts to find remedies for serious problem situations 
which have been allowed to develop. Each child should, therefore, 
be studied from the time he enters kindergarten or the first grade. 


Guidance in the Elementary School 


Since every good teacher guides children, every good school has 
guidance going on within it, whether the program is so called or not. 
The good teacher observes and studies each child in order to under- 
stand him as the unique individual that he is. The teacher keeps 
careful records—a cumulative folder for each pupil. Individualiza- 
tion of instruction and treatment of each pupil are the results of 
all these efforts on the part of teachers dedicated to their tasks. 

To help teachers with these heavy responsibilities in their dual 
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role of teacher and guide, the school should, and often does, pro- 
vide resource specialists. Included among these are: school psychol- 
ogists, remedial reading experts, school nurses, visiting teachers, 
speech correctionists and social workers. Increasingly one finds in 
schools a specially trained worker who serves as a guidance specialist 
for the elementary level, just as the counselor serves as the major 
guidance resource person at the high school level. In small schools, 
this may be a part time worker who serves several elementary 
schools, or even several small school systems, as a consultant in 
child development and guidance. 

It is this guidance specialist whose functions we are considering 
here. The primary responsibilities of such specialists are: 


To help plan and supervise the gathering of such facts as are 
essential to the understanding and guidance of each individual 
pupil in the school system. 


To help teachers interpret and use these facts (assembled in 
individual cumulative records) in solving their problems in the 
guidance of children. 


To assume direct responsibility in the guidance of a child only 
when principals and teachers are unable to solve the child’s 
problems. 

To coordinate and integrate the work of the teacher and the 
various specialists who deal with the child—that is, the guidance 
consultant should be the liaison worker who unifies all the efforts 
which school personnel put forth for the child’s welfare. 

To help teachers and parents plan and carry on a continuous 
program of education to increase their knowledge and understand- 
ing of children. 

To help parents and teachers discover the implications and ap- 
plications of such knowledge for ways of dealing with children in 
homes and schools. 

To help teachers and parents understand the dynamic interrela- 
tionships between guidance and instruction, to the end that mutual 
adjustment of school to pupil and pupil to school may be a con- 
tinuously evolving process. 


Let us consider these major functions one by one. 


Helping to plan and supervise the gathering of facts. In the 
chapter on the “Cumulative Record,” it is emphasized that if a 
teacher is to individualize classroom instruction and provide satis- 
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fying experiences that meet the needs of each individual child, a 
great deal of information is essential. Such information is of two 
major types—facts which apply to children in general, and facts 
about the individual child. The chapter on cumulative records 
describes ways of recording facts about the individual pupil, the use 
and interpretation of such facts by teachers for guidance and curric- 
ulum adjustment, and ways in which teachers can contribute addi- 
tional facts to cumulative records of individual pupils. 

But the world is full of facts. Who can guide the teacher who 
needs help in deciding which facts are essential to the understand- 
ing and guidance of each individual child? It must be someone 
who is familiar with research findings about how children grow and 
develop, what is known about the causes of different kinds of be- 
havior, and how behavior can be modified to help a child develop 
in certain desirable directions. This is a major responsibility of the 
guidance specialist. 

Since guidance is based upon individual differences, the school 
needs to gather significant facts which are unique for every child— 
facts about his‘home and family background, developmental his- 
tory, physical health, capacities, needs, interests and achievements. 
Previous school experiences may be very significant. To understand 
Robert, it is necessary to know among other things that his father 
was in service when Robert was born and that they did not see each 
other until the son was almost three years old. To try to understand 
why Mary constantly clings to teacher’s skirts and follows her 
teacher about the room instead of pursuing typical kindergarten 
activities, calls for considerable background about this child’s life. 
Certainly it is vital to know that her mother died very suddenly just 
before Mary entered kindergarten. As at least a partial explanation 
of Tom’s aversion to reading, one must know that he was really 
not ready for reading when he entered the first grade, and that 
here he encountered a teacher who felt that every child who did 
not learn to read in the first grade constituted a reflection upon 
her teaching ability. Since he did not read, he “failed” the first 
grade. 

In other words, to understand the behavior of any child we must 
try to discover the causes which underlie that behavior. All be- 
havior is caused, but rarely is there only one cause for any partic- 
ular behavior. The way a child behaves is usually dependent upon 
a number of factors—a “constellation of causes” they are often 
called—in each situation. If the factors all tend to operate in one 
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direction, they strengthen each other; if they tend to produce op- 
posite results, they weaken each other’s influence. Sometimes a 
very strong factor dominates and cancels out the apparent effects 
of a weaker opposing one. 

This means that the more information a teacher has about a 
pupil, the wider is the basis for his understanding of the child. How- 
ever, there are a tremendous number of facts that might be gathered 
about any person, while time, energy and record space are limited. 
What facts shall be gathered, how shall they be gathered and in 
what form shall they be available to teachers? The services of a 
guidance specialist should be available to help teachers answer 
such questions. 

Since many facts which should be recorded about a child are 
based upon teachers’ own observations in the classroom, it is im- 
portant that teachers become skilled in observing and recording 
significant behavior. Guidance specialists may be helpful to teach- 
ers in learning how to observe and record in the classroom without 
being distracted in their first and primary responsibility for teach- 
ing well. 


Helping teachers interpret and use these facts. Some teachers 
have had little training which helps them to interpret concrete 
facts about child growth and development and about personality 
traits and behavior patterns. As these teachers increasingly rec- 
ognize that they do guide as well as teach children, they find them- 
selves face to face with facts which they need to interpret and use. 

What is the significance of the fact that James is extremely large 
for his age, has good intelligence, but appears socially and emo- 
tionally quite immature? Why are these six children, now entering 
the first grade, not ready to learn to read, according to a reading 
readiness test, while the twenty others entering the grade test 
“ready”? Susan has an IQ of only 98 on a group intelligence test, 
but her intelligence quotient on an individual Stanford-Binet Test 
is 138; how does one account for such a discrepancy? Julia is a bright 
child according to all tests; yet she does poor work in school and 
seems convinced that she cannot do better no matter how hard 
she tries. What might be the explanation? 

In using facts such as these—and countless others of great variety 
—teachers should feel that they can turn to a resource person who 
has been specially trained in fields dealing with human personality 
and behavior. Many—if not most—of the problems which such facts 
present can best be met through wise and understanding handling 
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of the child in the classroom and other school situations. Teachers 
are the logical persons to do this, with assistance from specialists 
when they feel the need for such help. 

In consciously assuming their inseparable roles of teacher and 
guide, teachers inevitably find themselves having more frequent 
and extended contacts with parents. They need to get facts from 
parents and to report and interpret facts to parents. In these situa- 
tions teachers should have the assurance that the guidance special- 
ists are ready to help them. Specialists may also assist teachers 
to plan a program of in-service training on how to conduct and 
evaluate teacher-parent conferences. Some teachers want to visit 
the homes of their pupils but are hesitant about how it should be 
done. They may welcome the assistance of a trained person who 
can help them make their friendly approach to the child’s family 
and turn their visit to the most constructive account for the wel- 
fare of the child. 

Many teachers feel the need for help from a school psychologist 
or a psychologically trained guidance consultant in interpreting test 
results and in learning how to report these interpretations to par- 
ents. Teachers may get such help through individual conferences 
with specialists. In some situations short in-service training pro- 
grams have helped teachers gain basic understandings of the testing 
program. ‘These training periods have resulted in more constructive 
use of tests throughout the school system. 

In general, the guidance specialist should be constantly available 
as a resource person to help teachers and parents who are striving 
to understand and wisely guide a child. 


Assuming direct responsibility in the guidance of a child. Al- 
though the classroom teacher is in a key position to help a child 
in solving his problems, there are children whose problems are much 
too complex to be solved without intensive work beyond the class- 
room. There may be a need for counseling directly with the child 
or with his parents, or both. Such therapy may require both time 
and special skills which the teacher does not have. In such cases, 
guidance specialists may properly relieve teachers of these re- 
sponsibilities. 

Problems may be of such a serious nature that specialists or 
agencies beyond the school guidance workers are needed to solve 
them. In such cases, children may be referred to child guidance 
clinics or other social agencies available for special treatment of 
individual children. In some instances, parents take children to 
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specialists in private practice. In these relationships the school 
guidance specialist usually serves as a liaison person between the 
school and the agency or private practitioner, interpreting the 
child’s school situation to the agency and in turn interpreting the 
agency’s recommendations to the principal and the child’s teachers. 
Only when principals and teachers themselves seem unable to solve 
a child’s problem should a guidance specialist assume such direct 
responsibilities for his guidance or refer him to outside agencies. 
The guidance counselor is responsible for maintaining confidences 
involved in such individual study and treatment of a child. 
There is a tendency in some schools for interested teachers to 
use therapeutic techniques without having had the special clinical 
or equivalent training which should be required for the administra- 
tion of therapy. As was pointed out in Chapter I, this yearbook 
committee believes that the application of therapeutic techniques 
should be in the hands of persons trained especially in psychology, 
guidance and therapeutic work. Such training is not expected of a 
classroom teacher. There will be wide scope for the teacher to 
exercise his guidance functions if he limits them to the normal and 
natural contacts which a teacher-pupil relationship provides. 


Integrating the work of the teacher and various specialists 
who deal with the child. It has been pointed out that in some 
schools numerous special services are available as resources to 
teachers. In some instances these include school nurses, visiting 
teachers, speech correctionists, remedial reading experts, school 
psychologists and social workers. Rarely, however, does any school 
make available even the occasional services of all of these specialists. 
In some schools, one of these specialists may be expected to co- 
ordinate guidance services if there is no provision for a specialist 
trained in school guidance as such. Whatever member of the 
school personnel is given the major responsibility for coordinat- 
ing the school’s guidance services, he should function as a liaison 
worker who unifies the efforts which school personnel put forth for 
the welfare of the child. This may involve various responsibilities. 

There is, in the first place, a need for all specialists dealing with 
the child to be aware of the other specialists who are working with 
this pupil, and provision must be made for circulating among them 
important information concerning the child. If the school nurse 
has certain medical findings of importance, not only the classroom 
teacher, but all other school personnel who deal with the child, 
should be informed of these findings. Neither the teacher nor any 
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specialist should work either in ignorance of or at cross-purposes 
with what others may be doing for the child. Usually the best way 
of integrating such services is through occasional case conferences 
in which the teacher and the specialists meet jointly to consider 
the needs and the treatment recommended for the individual child 
with whom they are dealing. 

Ruth is one of those good, trustworthy children whom teachers 
are likely to seat toward the rear of the room. However, she is doing 
poorly in schoolwork, despite good intelligence and diligent effort 
on her part. Hearing tests reveal that much of the time from where 
she sits Ruth does not hear what the teacher is saying. This 
hearing handicap can be minimized in the classroom by placing 
Ruth at a desk near the front of the room. However, so simple a 
remedy will not meet all of her special needs, and Ruth is being 
carefully observed and studied. Harry has asthmatic attacks which 
make it unwise for him to engage in strenuous physical exercise. It is 
important that both his classroom teachers and the director of 
physical education should not urge Harry to enter games or activi- 
ties of a strenuous nature. Whether there are psychological factors 
in the asthmatic attacks has not been determined, and a case study 
should be undertaken to learn more about Harry. James is having 
difficulty with reading. His teacher has been prodding him, believ- 
ing that he is capable of reading up to grade level. Intelligence tests 
given by the psychologist and diagnostic tests given by the remedial 
reading specialist indicate that he is doing as well as he can if he 
reads two grades below his present school placemeni. 

We must bear in mind that rarely, if ever, is there only one cause 
for any particular behavior. Only when those who are dealing with 
Ruth, Harry and James put all their facts together and consider 
these youngsters as total persons can wise decisions be made in re- 
gard to them. In any such decisions, parents, too, must be consulted 
and considered. Their attitudes toward the school problems of their 
children will be factors in determining whether or not the children 
adjust successfully in specific school situations. These are only a 
few of the countless illustrations any school situation affords, which 
indicate the importance of a unified approach to the problems of 
any child. 


Carrying on a continuous program of education for teachers 
and parents. Up-to-date knowledge of child growth and develop- 
ment is essential to successful teaching, but as yet only a limited 
number of teacher-training institutions provide adequate back- 
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ground in this area. Not only teachers, but also parents, principals, 
superintendents and school board members (who, in a final analysis, 
determine nearly all school policies), should have such informa- 
tion, because all valid programs of education and guidance are 
based upon an understanding of how children grow and how they 
build healthy personalities. Those who guide children, whether as 
parents, teachers or in any other relationships, should know what 
can reasonably be expected of each child at his stage of growth. 
They should also understand what needs he is seeking to satisfy and 
what tasks he is striving to accomplish during each period of his 
development. 

Up to now, a considerable number of parents have had little op- 
portunity to gain this background; many teachers, likewise, feel 
they have had inadequate opportunity to do so. Furthermore, there 
are always new parents and teachers, and also new facts uncovered 
by research. Continuous opportunities for in-service training of 
teachers and parents in the area of child growth and development 
should be provided, therefore, through the services of a guidance 
specialist. This may be done in a variety of ways, such as organized 
programs of lectures followed by discussion, or through informal 
study-discussion groups in which teachers and parents participate. 
One of the most valuable types of in-service training is carried on 
informally as teachers seek assistance over the weeks and months 
from a genuinely helpful guidance consultant. 


Helping parents and teachers discover the implications and 
applications of such knowledge. Knowledge of child growth and 
development will be of little avail in either classrooms or homes 
unless teachers and parents understand the implications and appli- 
cations of such knowledge as they deal with children in homes and 
schools. Knowing what can usually be expected of twelve year old 
children will not help either his parents or teachers in dealing with 
William unless they also understand his own unique patterns of 
growth and personality development. True, he is like most other 
twelve year olds in many ways, yet he differs from them in many 
significant aspects of his personality and behavior. How he should 
be helped in the light of these particular likenesses and differences 
is what both his teachers and his parents need to know. 

The fact that research indicates a wide range of differences in de- 
velopment among so-called normal children of the same age has 
important implications for schools and homes. It means, for ex- 
ample, that a third grade teacher should expect some children in 
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that grade to read at first grade level, while others may have achieved 
a fifth grade level of reading. All these children must receive in- 
struction adjusted to these individual differences. Research also in- 
dicates that within an individual child there may be a wide range 
in different aspects of his development. Ten year old Barbara comes 
from a family of small stature; she is no larger than an eight year 
old. Psychological tests, however, indicate that she has the mental 
ability of a twelve year old. If she were put in the seventh grade, 
her intelligence would enable her to do the work of that grade level, 
but her small size and social immaturity would make it difficult for 
her to be happy there. What kind of school program can be set up 
for Barbara that will best take care of her during this period when 
unevenness of development presents a problem? Where should she 
be placed in school? 

This matter of school placement for each child presents some 
of the most difficult and baffling questions in the field of guidance. 
Such problems arise out of the wide range of individual differences 
found in the development of children. Should children auto- 
matically “pass” or be “retained” at the end of the school year in 
terms of arbitrary standards of scholastic achievement? Should 
every child automatically progress from grade to grade, year by year, 
regardless of his school achievement or other factors that might be 
considered in deciding upon his grade placement? From a guidance 
viewpoint, no promotional policies are sound that do not consider 
individuals and provide the maximum benefit for each child. Yet 
relatively few schools have promotional policies carefully based 
upon consideration for the welfare of each child. What school 
placement will be of greatest benefit to this child next year? This 
is the key question that should be considered in every case. Only 
upon the best answer which the school can suggest should the 
child’s “passing” or “retention” be decided. 

Obviously, school promotional policies are a concern not only 
of school administrators but of the entire staff and of the parents. 
A decision regarding the best placement for the individual pupil, 
however, is a matter of guidance. In making such a decision, knowl- 
edge of each child as an individual must be considered against a 
background of knowledge of the group of which he is—or may 
become—a member. Numerous factors must be reviewed and in- 
telligently analyzed before the decision is made. Parents should 
also be consulted. As teachers and other members of the school 
staff make such decisions, the guidance specialist should be available 
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to help them reach the best possible decision in each individual case. 

The guidance specialist should also be available to parents, 
teachers and other school personnel to help them discover the im- 
plications and applications of knowledge—knowledge of children in 
general, and knowledge of the individual child. Ways in which 
children are alike are important, but the ways in which each individ- 
ual child differs from his fellows are even more important. Every 
child is a unique personality, and it is this uniqueness, this individ- 
uality, which is of paramount importance in a democratic society. 
We do not desire “robots” in a free society. To help teachers 
discover this uniqueness of each child is a major responsibility of 
the guidance specialist. 


Helping teachers and parents understand the dynamic inter- 
relationships between guidance and instruction. Traditionally, 
most teachers and parents had rather fixed ideas of what children 
should learn as they go through any certain grade level at school. 
Teachers who understand individual differences and are able to 
adjust instructional programs to the needs, capacities and interests 
of the individual pupil are limited in what they can accomplish if 
other members of the school personnel and parents of pupils do 
not share this understanding and accept this viewpoint. Another 
major responsibility of guidance specialists is to interpret the facts 
and philosophy which make instruction inseparable from guidance 
until this point of view permeates the school and the community. 
This may be done in a variety of ways—through meetings, lectures 
and discussions, and through bulletins or other reading materials. 
Any method which brings up-to-date facts to school personnel, 
parents and other members of the community may be utilized by 
guidance specialists in accomplishing this task. 

Successful school experiences involve a process of continuous 
adjustment. Sometimes the child must adjust to the requirements 
and demands of the school; sometimes the school situation and 
curriculum should be adjusted to meet better the needs, abilities 
and interests of the child. In most instances, the wisest procedure 
involves some mutual adjustment of child to school and school to 
child. 

Chapter III emphasizes that in any sound curriculum develop- 
ment the learners must constantly be considered. Practically all of 
the services which are provided by the guidance specialist have im- 
plications for curriculum. Whether the guidance activity be a 
child-study program to study the characteristics of children at vari- 
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ous age levels, designed to help teachers and parents know what 
they can expect of children at different ages, or whether it be a 
study of individual children the findings are of importance to all 
who are concerned with the school curriculum. ‘The guidance spe- 
cialist, in turn, must be concerned with the school’s curriculum. If 
it is inflexible, if it disregards individual differences, if it is not 
properly geared to what research has shown should be expected of 
children at various age levels, the guidance services of the school 
cannot function satisfactorily in meeting the individual needs, 
abilities and interests of boys and girls.’ 

All guidance is of one piece, so to speak. ‘To understand children 
at any age level, a longitudinal view of child development is needed. 
One cannot guide the elementary school child wisely unless he 
understands the preschool years, in which the foundations of per- 
sonality and behavior are laid. Also, one must have sufficient under- 
standing of the adolescent and adult years ahead to know what the 
child needs to accomplish in his elementary school years. Those 
who guide high school and college students, in turn, need knowl- 
edge and understanding of these earlier periods. Counselors and 
guidance specialists, whatever may be the age level at which they 
specialize, need full understanding of what happens as the child 
grows and develops from birth to adulthood. 

The role of the high school counselor does not differ basically 
from that of the elementary school guidance worker. Because of the 
more complex organization of the high school, with its special 
subjects and particular fields of study, however, the functions which 
the counselor performs in the daily program of the high school are 
somewhat different from those of a guidance specialist in the 
elementary school. The role of the high school counselor is discussed 
in the next section of this chapter. 


The High School Counselor 


The high school counselor holds a key position in the life of the 
school. A good counselor is something far more than a skilful tech- 
nician. He must have a well-considered philosophy of education to 


* Despite this rather obvious dynamic interrelationship of guidance and the cur- 
riculum, a review of recent literature indicates “that curriculum books almost ignore 
mention of the organized guidance program, while guidance textbooks have been 
written as if what the school teaches is of no concern to the specialist.” See Henry 
B. McDaniel. “Organization and Administration of Guidance in Elementary and 
Secondary Schools.” Review of Educational Research 14:109; April 1954. 
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guide his actions and a carefully formulated philosophy for his own 
life and for his particular job. 

Fundamentally, such a counselor values the individual and be- 
lieves in his worth and dignity. He respects the uniqueness of 
human personality. These attitudes toward people are reflected in 
all of his relationships with teachers as well as in his contacts with 
students. He has a real appreciation of the importance and value of 
the teacher in the total guidance program. 

The good counselor develops his own technique for establishing 
a satisfactory relationship between himself and the teachers. He 
takes responsibility as a morale builder in his relations with all in 
the school. He is generous in his praise of the fine things which 
teachers do for boys and girls and remembers that genuine apprecia- 
tion of the efforts of teachers encourages them to work sincerely 
in behalf of the young people who are entrusted to their guidance. 
The counselor’s contacts with the teachers typify the best in human 
relations. His office is a place where anyone may bring a problem 
no matter how trivial and receive understanding consideration; it is 
also a place where teachers may receive courage to tackle difficult 
situations and inspiration to undertake new ventures. A good coun- 
selor is sensitive to the fact that teachers live under pressures and 
often have difficult problems. He knows that these pressures are 
different from teacher to teacher and from school to school and that 
his services to teachers should be based on their particular needs. 


A cooperative counselor-teacher relationship may be likened to 
a two way street; while the counselor can be of service to the 
teacher, the teacher in turn is in a unique position to aid the 
counselor. He has countless opportunities to observe pupil behavior 
which are unavailable to the counselor. Together, teacher and 
counselor may study and interpret these observations and plan a 
course of action. But it is the teacher alone who must provide 
the kinds of classroom experiences for the pupil which are appro- 
priate in the light of his discovered needs. 


It is one of the primary functions of the counselor to establish a 
relationship of mutual helpfulness between counselor and teacher 
and between teacher and teacher, for it is the quality of these rela- 
tionships which may mean the difference between a successful high 
school guidance program and a failure. Once this atmosphere of 
give and take and mutual helpfulness is created there are many 
specific ways in which a counselor can help the teacher take ad- 
vantage of his opportunities for guidance. 
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Conferences as Aids to Teachers 


Everyone who shares the guidance function has two major tasks: 
(a) discovering the needs of a given pupil and investigating situa- 
tions in his life which may relate to them; and (b) helping the 
pupil resolve his problems. 

To discover the needs of an individual, information is required 
from a number of sources. One technique for pooling information 
is to hold conferences of all persons who have had continuing con- 
tacts with a given pupil. There are several kinds of conferences. 
One might be a staff conference in which all the teachers concerned 
meet to discuss the problems of a given student. Another might be 
a case conference where several community workers such as social 
workers, clergymen, visiting teachers, school nurses and recreation 
leaders are included. Since parents bear an even greater responsi- 
bility for the child than do teachers, it is frequently wise to bring 
parents and teachers together. In all these cases, the counselor 
should take the initiative to plan the conference, arrange for the 
meeting place, notify the participants, gather the necessary infor- 
mation, plan the procedure, see that the conference moves in a 
satisfactory manner, and take care that the best possible public 
relations are established. 

The conference, regardless of the kind it may be, furnishes an 
excellent opportunity to pool information, to interpret test results 
and in general to relate various types of available data about a 
pupil in such a manner that the level and direction of his develop- 
ment will become clearer to all who are concerned with his welfare. 
Also through these analyses teachers will be helped to become in- 
creasingly skilful in observing pupil behavior and interpreting it, 
and to better understand the significance of test results and other 
data as they may apply in a particular case. 

The following situation may serve to illustrate how a parent- 
teacher-counselor conference might be initiated and how it might 
proceed. The Latin and history teachers in a given school complain 
that Ted is not doing his work; in fact it appears likely that he will 
fail these courses. ‘They come to the counselor asking for help. The 
first step which the counselor takes is to gather as much of the 
background information bearing on the case as possible. ‘This par- 
ticular school is fortunate to have a twelve year cumulative record 
on ‘Ted. Among other things, this record contains: family back- 
ground, health history, behavior descriptions, standardized test re- 
sults, academic grades and teachers’ comments. This sort of record 
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gives abundant material to compare present progress with past 
achievement. The school also has a folder for ‘Ted, as well as for 
every other pupil, in which are accumulated the profile sheets of the 
standardized tests he has taken, several samples of his original work 
and reports of conferences with teachers. After carefully reading 
all the materials available on Ted, the counselor confers with Ted’s 
other teachers to ascertain the pupil’s current progress in their sub- 
jects. In Ted’s case the teachers report poor work in all subjects: C 
in English, D in trigonometry; even a failure in band. 

A conference with Ted is the next step to try to discover his point 
of view and his feelings about school and teachers and any situations 
which may be troubling him. Then comes the planning of a con- 
ference to include Ted’s parents, one or both, and the teacher or 
teachers most closely involved.’ In this case the conference is held 
in the counselor’s office at a time most convenient for everyone. 
The counselor has the responsibility for setting the stage, making 
the introductions, explaining the purpose of the conference and 
for giving as much background information as seems necessary. 
In interpreting Ted’s records the counselor feels it important to 
explain to the parents the state-wide testing program and its limi- 
tations. In Ted’s case there are only the results of two group tests 
of scholastic aptitude. On these he scored above average. On the 
basis of the norms provided with the tests Ted’s scores placed him 
between the 80th and 90th percentiles. 

The counselor also interprets the achievement test results from 
the elementary school. Here no deficiency in any basic skill is evi- 
dent; instead the test results show Ted to be a better than average 
student. For example, the score from a silent reading test indicated 
that his reading level at the time he took the test was two years in 
advance of that typical for his age. The counselor reminds both 
teachers and parents, however, that test results may not be reliable 
and will by no means provide the complete answer to any problem. 

Another source of information important in Ted’s case is his 
health record. In his cumulative history a heart difficulty was re- 
ported in the seventh grade which kept him out of school for several 

*It depends upon the nature of the child’s problem whether or not the parents 
should participate in this kind of conference. If the parents’ emotional involvement 
makes it unreasonable to expect them to be able to discuss the child’s problem with 
a reasonable objectivity, their share in a group conference of this kind may prove a 
complicating rather than a facilitating factor. While the cooperation of the parents is 
needed, it may in some cases be better gained through a counselor-parent or a 


teacher-parent conference designed to gain the parents’ ideas and feelings rather 
than to pool ideas and plan a course of action for the child. 
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weeks. His mother helped him with his studies at home during this 
period. The counselor reviews and interprets for the conference 
participants this background and the whole pattern of Ted’s prog- 
ress over the years. 

When all the data have been given due consideration, the re- 
maining time is devoted to a group discussion with the teachers, 
parents and counselor all contributing. For example, ‘led’s mother 
volunteers that he has talked at home about attending the state 
university and becoming an engineer like his father. ‘The counselor 
points out that this information appears to harmonize with Ted’s 
interest in working with electrical equipment as a member of the 
school lighting crew and to verify the findings of an interest inven- 
tory given recently which show Ted’s high interest scores in science 
and mechanics. 

The mathematics teacher reports that when ‘Ted was confronted 
with near failure in trigonometry he seemed surprised because he 
enjoyed that class and thought that mathematics was one of his 
best subjects. The coach reports that ‘Ted’s intense interest in 
athletics is, due to his heart difficulty, limited to participation as 
a manager. He also indicates that in spite of his interest he is not 
always a good manager because he does not seem to sense the 
needs of the team. One after another, the participants bring out 
pertinent information relating to Ted. The counselor bears the bur- 
den of maintaining the conference on a high plane, keeping com- 
ments and criticisms constructive and relationships friendly. 

Since this is the first attempt to analyze Ted’s difficulties, other 
conferences will probably be necessary. ‘The discrepancy between 
his high capacity and interest on the one hand and his low achieve- 
ment on the other is puzzling. This discussion closes, however, with 
definite suggestions of “next steps” for all concerned. The parents 
offer to have Ted given a physical checkup, which may be a very 
important step in this case. Because of the added insight gained 
from the conference the teachers suggest ways in which they can 
relate Ted’s classroom experiences to his interest in engineering and 
mechanics. These arrangements may help to encourage better 
school work. The counselor suggests that perhaps he should be 
given an individual intelligence test, as a check on the scores 
he received on the group tests. ‘The counselor agrees to arrange for 
this test. 


The counselor’s duty then becomes that of following up on all 
of the “next steps” and of keeping informed all individuals who are 
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concerned. It is possible for such a conference to be a wonderfully 
satisfying, helpful, informative session for everyone and to result 
in definite advantage to Ted. 

Another way in which a counselor may be of service is to ar- 
range a schedule of conferences for all the parents of a certain 
group of children. In some schools, for example, the parents of every 
incoming freshman are invited to confer privately with their child’s 
adviser or homeroom teacher either before the beginning of the 
school year or early in the term. In such a conference the teacher 
has an opportunity to interpret the program of the school to the 
parents and the parents have an opportunity to share their greater 
knowledge and understanding of their child with the teacher. 
Similar conferences are frequently held with the parents of the 
tenth, eleventh and twelfth graders in successive years. This results 
in mutual benefit to the school, the parents and, above all, the pupil. 
Arrangements for these conferences, of whatever type, are largely 
the responsibility of the counselor, thus relieving the teacher of this 
administrative detail. 


Helping Teachers To Use Guidance Tools More Effectively 


Counselors must appreciate the fact that teachers are frequently 
asked to do things they do not know how to do. This is largely 
because their training has been along different lines. The counselor, 
however, has had specific preparation in personnel work and he 
must be willing to share his knowledge and skill. All guidance tech- 
niques cannot be looked upon as the exclusive property of the 
counselor. For example, a teacher may need help in interpreting 
test results or in understanding and using material in the pupil’s 
cumulative record. 

In a certain school Miss Quinn, a mathematics teacher new in 
the system, appeared at the counselor’s office in the second week 
of the term. The teacher had a pack of the cover sheets of an 
arithmetic test in her hand. She asked, “Just what am I supposed 
to do with these?” The counselor, genuinely glad to be of help, 
sat down with the teacher and together they studied the general 
explanation of the test sent to the teachers and analyzed the results 
of the test taken by Miss Quinn’s 9A algebra class. They discovered 
that the class as a whole possessed the basic skills of addition, sub- 
traction, multiplication and division but was weak in working with 
fractions and decimals. The counselor suggested studying the in- 
dividual elementary school records of these students. ‘The records 











GUIDANCE SPECIALISTS AS RESOURCE PERSONS 119 


showed that five of the pupils had been consistently weak in all 
aspects of arithmetic throughout the intermediate grades. ‘lhe rest 
had attained satisfactory achievement. Comparison showed these 
five lowest to be the weakest of the group on this latest test. ‘The 
reasons for the low scores of the others in fractions and decimals 
could not be determined. These operations may have been too 
hastily covered and inadequately learned in the first place. 

Since all of these students were planning to prepare for college, 
the counselor and the teacher decided to transfer the five with 
serious deficiencies to a small remedial class which met at the same 
hour. In this special class the students would receive individual 
help. Plans were made to give additional review exercises in frac- 
tions and decimals to the rest of the group in connection with their 
regular algebra work. It was also decided to follow up this remedial 
and review work by administering a similar test on basic arithmetic 
skills at a later date to see if further steps might be required in order 
for the class to achieve maximum success in algebra. 


Thus it is evident that whenever tests are given the results must 
be studied and interpreted, and appropriate action must be planned 
in the light of this analysis. ‘The counselor must be able and willing 
to confer with teachers singly and in groups to help them to learn 
how to interpret and to use test data. As they become acquainted 
with various tests and have worked with the counselor to use them 
intelligently teachers will have less need for special assistance of 
this kind. 

Another way in which the counselor can assist the teacher is in 
the use of the material on the cumulative record. Miss Brown brings 
the problem of Bill Hayes to the attention of the counselor. Bill, 
who was a most cooperative, likeable and industrious student when 
Miss Brown had him in her class two years ago, now appears morose 
and actually belligerent. She is at a loss to explain the change in 
Bill’s attitude. ‘The counselor suggests that they study his cumu- 
lative record to see if they can find any clues which might account 
for his change in behavior. They discover that early the preceding 
summer Bill lost his father. His mother is now left with four chil- 
dren of whom Bill is the oldest. From his filed work permit and an 
entry made by his band teacher they discover that Bill is working 
in a bowling alley. He starts his job immediately after school and 
works both evenings and Saturdays. Turning to his class schedule, 
they find that Bill is assigned to band, biology, algebra, history and 
English. He appears to have given up art, which he carried for two 
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years and in which he showed unusual interest and talent. His 
band instructor has written the comment that “previous high in- 
terest in band seems now to be lacking.” The record shows him 
engaging in no extraclass activities. 

Putting all these facts together, the teacher and the counselor 
realize that Bill has been forced to give up most of the things he 
used to enjoy in school, such as playing his clarinet at football games 
and pep rallies and participating in the art club; that his part time 
job is taking much of his out-of-school time, depriving him of his 
social contacts and leaving little time for study. Most important of 
all, he is faced with the difficult adjustment problem of learning to 
get along without a father. It is small wonder that Bill’s attitude 
has changed! On the basis of such a study, some of the things 
which might be done to help Bill become quite clear. 

This study of Bill’s cumulative record is another example of how 
a counselor can help a teacher become more skilful in discovering 
the causes of pupil maladjustment. If it were felt necessary to carry 
this case further, the counselor might ask all of Bill’s teachers to 
observe his behavior for a time and to make written records of 
their findings. He could also suggest to Miss Brown that she visit 
Bill’s home. This might help to assure the mother of the school’s 
interest in Bill and perhaps lead to better understanding of 
his problems. When all of this additional information had been 
accumulated, the counselor might then call a conference like the 
one previously discussed. 

In both of the preceding illustrations, the counselor shares his 
skill in the use of guidance techniques and tools with the teacher. 
He thus helps the teacher to deal more effectively with succeeding 
problems and further cements the feeling of mutual goodwill which 
should be the underlying spirit of every school guidance program. 


The Counselor as a Referral Agent 


Teachers are frequently confronted with problems of pupil ad- 
justment and should generally be encouraged to handle these prob- 
lems themselves rather than to send the students concerned to the 
counselor. In these situations, however, the counselor is the back- 
stage helper, providing information and other resources when need- 
ed but not intruding into a mutually respecting and helpful teacher- 
pupil relationship. A suggestion or two from the counselor may be 
all the.assistance a teacher needs to help a given pupil. Usually when 
teachers know that the counselor will not usurp their important 
guidance function they will freely confer with the counselor. 
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When, however, the teacher feels that the situation is too deep- 
seated and too complex for him to handle directly with the pupil, 
the counselor assumes greater responsibility for individual coun- 
seling. He, in turn, may deem it wise to seek the assistance of other 
personnel workers with training which he lacks. In this case his 
referral function includes first contacting the physician, psychia- 
trist, social worker or other specialist as the case may be; then pro- 
viding these specialists with the background information available; 
and finally seeing that their findings and recommendations, as they 
involve the teachers of a given child, are transmitted to these teach- 
ers. If it is necessary to hold a follow-up conference on the findings, 
it is frequently important for the teachers concerned to be included, 
for in the final analysis it is they who see the pupil every day and 
are in a position to carry out many of the recommendations that 
may be made. When reports are made to teachers in written form it 
is often helpful to rephrase the detailed and technically worded 
analyses of the specialists. ‘Teachers should not be burdened with 
the task of interpreting psychological or medical terminology. The 
writing of reports such as the following example is an important 
part of the counselor’s job. 


The case of Mary Brown who was constantly falling asleep in 
class and apparently suffering lapses of memory had been referred 
by a teacher to the counselor. ‘The counselor in turn found it neces- 
sary to call in the services of the nurse, the visiting teacher, and 
finally the psychiatrist. ‘The following is the report which the coun- 
selor sent to Mary’s teachers: 


The visiting teacher called at the home of Mary Brown and found 
the family in serious financial straits. The father is presently unem- 
ployed and the mother is doing janitorial work on a part-time basis. 
Mary is keeping late hours on baby-sitting jobs, in addition to doing 
household tasks and trying to keep up with her school work. The nurse 
reports that Mary’s eating habits are poor. She frequently comes to 
school without breakfast and does not spend wisely the little money 
she has for lunch. The psychiatrist feels that her classroom behavior 
may well be related to both poor nutrition and nervous exhaustion. 


It has been recommended that Mary’s program be reduced by 
dropping stenography; that a part-time clerical job in school be provided 
to make baby-sitting unnecessary. Mary has been interviewed and it 
is partly through her own suggestion that these changes will be tried. 
She is going to try to improve her eating habits. A follow-up will be 
made by the counselor and reports sent to all concerned. 
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It is sometimes said that the findings of psychiatrists, doctors 
and other specialists are too confidential to be shared with teachers. 
When such findings are needed to understand a boy or girl it ap- 
pears to the authors that there is an obligation to share this informa- 
tion with those classroom teachers who are in a position to use 
the information effectively. The well-trained counselor helps teach- 
ers grow professionally by setting an example in the handling of 
such information. As the teacher sees the counselor respect this 
confidential material he will be challenged to do likewise, and his 
faith and trust in the counselor will grow. The authors further 
believe that working with highly trained professional people is one 
way teachers may be helped to develop skills in observation, judg- 
ment concerning when the services of specialists are needed and 
trustworthiness in the handling of confidential information. 


Teachers Can Use Opportunities for 
Incidental Counseling 


The counselor is perhaps in a position of seeing the over-all 
program of the school better than a teacher of any one subject and 
it therefore may be his responsibility, along with that of the super- 
visory staff, to interpret the general program of studies to the 
teacher. All teachers whether in the classroom or homeroom assist 
students in program planning. Sometimes this is done directly in 
the teacher’s capacity of a student adviser, but just as often it is 
done indirectly in the classroom. It is imperative, therefore, that 
the teacher develop as broad an understanding of the whole school 
program as possible so that he can answer questions, suggest al- 
ternatives and in general help the pupil to steer a course that will 
meet his needs. 

In addition, each teacher should keep up-to-date on guidance 
matters pertaining to his particular field of study. For instance, the 
English teacher should be informed about college requirements in 
English; the commercial teacher should be acquainted with the em- 
ployment opportunities and on-the-job problems his students will 
face when they enter the labor market; and the art teacher should 
know about the art schools and types of training available to his 
students. Such information is appropriately available in the coun- 
selor’s office, but it should also be placed in the teacher’s hands so 
that he may make use of it in his daily contacts with students. The 
guidance-minded teacher will find countless opportunities to use 
such information and to do incidental counseling before and after 
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school as the pupils stop at his desk to visit, as they plan their club 
programs with him, as they talk together at social functions or in 
the cafeteria. If the teacher has an understanding of child develop- 
ment and what may be expected at a specific age level and then 
has been given a broad interpretation of the whole school program 
and the place his particular subject area occupies, there is almost 
no limit to the influence he can have on the growth and adjustment 
of his students, especially those who may never see a counselor or 
a specialist of any kind. 


The Counselor's Leadership in In-Service Education 


Faculties need to be engaged in constant evaluation of the school 
program to determine whether its offerings are actually meeting 
the needs of the students and those of the supporting society. In 
the light of such appraisal they should be working together on 
whichever aspects of the school program may need improvement. 
This is one of the very best kinds of in-service teacher education 
and one in which the counselor should take a leading role. A com- 
mittee of teachers could be set up to work with the counselor and 
the supervisory staff in selecting areas for study and in planning the 
details of the program. 

For example, in a certain school a faculty committee decided 
that there was need for a study of the health problems of the pupils 
and of the services and facilities which might be made available 
in order to improve student health. The entire faculty was divided 
into committees, each studying a particular problem. One com- 
mittee investigated various aspects of the school environment: 
light, ventilation, toilet facilities, sanitation in the cafeteria, safety 
on the playground and like matters. Another committee ran a ques- 
tionnaire study of the pupils to try to discover such things as the 
pupils’ eating and sleeping habits, their present sources of health 
information and guidance, the major questions relating to physical 
growth and health which bothered them and about which they 
would like more information. A third examined the content of 
various school subjects such as biology, physical education, home 
economics, and problems of American democracy to see what 
health information was now being taught and to what segment of 
the pupils it was available. A fourth studied factors in the school 
situation which contributed to the good or poor mental health of 
students. Their study involved examining methods of handling dis- 
cipline, policies relating to membership in school clubs and grading 
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and promotional policies. A fifth group worked with parents on 
problems of nutrition both as related to meals at home and to the 
school lunch. 

The counselor worked with all the committee chairmen in plan- 
ning procedures, gathering resource materials, securing speakers, 
arranging field trips to some of the other community agencies 
which shared responsibility for the health of boys and girls, and 
generally in keeping the program unified and operating smoothly. 
After the findings and recommendations were made by the com- 
mittee members, the counselor helped to prepare the final report 
and to follow up on the suggestions made. 

Most of the counselor’s efforts directed toward accumulating 
and interpreting data about individual pupils are to no avail if 
there are then no curricular avenues through which discovered 
needs can be met. It is for this reason that the good counselor is 
vitally interested in curriculum study and assumes some leadership 
in order to make the curriculum richer and more flexible. He keeps 
abreast of the current curriculum studies and of new publications 
and materials. Whether the study is in the field of mathematics, 
industrial arts, social studies or English, the counselor has an op- 
portunity to serve, together with department heads, as a resource 
person on current trends. He can provide up-to-date professional 
materials on child development, assist in the conduct of needed 
surveys and in general encourage the committee to meet youth and 
societal needs more adequately. 

The counselor may also assist in the development of units of 
study dealing with guidance problems which are common to many 
boys and girls, for use either in the classroom or in the homeroom. 
Units on orientation to high school or college life, on personality 
study and on choosing a vocation would fall into this category. In 
addition, he should be willing, if requested by a teacher, to help 
initiate such units as these or to assist the teacher at some points in 
their development. For example, for a given group of students, he 
might discuss job placement and other personnel services available 
to students. Or, for another group, he might present certain aspects 
of mental health or of family relations. 

A counselor can help teachers, often in informal and unobtrusive 
ways, to become more sensitive to the opportunities for guidance 
in every subject area—science, foreign language, English, mathe- 
matics or whatever it may be. 

There are other types of problems in addition to those which re- 
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late primarily to the course of study which counselors can assist 
teachers in attacking. Developing the cumulative records, learning 
to observe child behavior more objectively, gaining experience in 
making home visits and improving the system of reporting to par- 
ents are some of the things which often need study by teachers 
and in which the counselor can become an important resource 
person. 

It is sometimes said that the good high school counselor will try 
to work himself out of as much of his job as he can. While coun- 
selors will always have too much rather than too little to do, there 
is much truth in this statement. The counselor who centers his 
major effort in helping teachers acquire the background and gain 
the assurance needed to handle directly many of the personnel 
problems which arise in the classroom will find that his own case 
load will become materially reduced. He is then in a position to 
give better service to those who need his special background of 
competence. He will also be able to shift somewhat his former em- 
phasis upon remedial counseling to the preventive and develop- 
mental aspects of the guidance program. More adequate informa- 
tional services regarding colleges, special schools and jobs, better 
testing services, and more creative leadership in curriculum re- 
vision may be some of the outcomes. Greater benefits to boys and 
girls will thus accrue. 


This chapter has discussed the guidance specialist in his role as 
a helper of classroom teachers. It has presented certain of the prob- 
lems which teachers face in trying to guide children as they teach 
them. It has also suggested ways in which counselors and other 
guidance specialists can help teachers with these problems through 
assisting them in skilful and efficient use of the tools of guidance. 

The chapter has not attempted any presentation of the diagnos- 
tic, counseling, therapeutic or other aspects of the specialist’s job 
which require his special training and qualifications and for which 
he is alone responsible. The point of view presented by the authors 
is that guidance is a function both of classroom teachers and guid- 
ance specialists. ‘There are certain things which each is uniquely 
equipped to do for children and youth. Almost all, if not the full 
range of the activities of both, however, can be more adequately ac- 
complished and children can be more effectively served when teach- 
ers and specialists work closely together—pooling background infor- 
mation, reporting methods which seem successful in working with 
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given children and, in general, developing a coordinated approach 
in helping them. In situations in which guidance specialists are 
generous in giving teachers the benefit of whatever special experi- 
ence or skill they may possess, and in which they serve as liaison 
officers to develop morale and to unify the efforts of all school 
personnel in behalf of a given child, both guidance and instruction 
are almost certain to bring maximum benefits to children. 








CHAPTER VII 


Superintendent, Supervisor and Principal 
As Resource Persons 


HE superintendent, supervisor and principal should give strong 

support to teachers as they provide an atmosphere of wholesome 
group living for children and youth. In order to guide as well as 
instruct, a teacher must feel confident that he will receive generous 
help from the administrative and supervisory staff. From the super- 
visor should come support for procedures used in the classroom as 
long as these are educationally sound and beneficial to children and 
youth. The principal who is most closely associated with the teacher 
can help to build his security by supporting him in his relationships 
with his fellow teachers, with pupils and with parents, if his per- 
formance warrants such support. The superintendent, as the chief 
personnel officer as well as administrator, sets the tone for the whole 
school system so that every staff member can operate freely within 
a value system which places the good of the individual pupil in the 
central position. All these leaders will aid a teacher greatly by 
establishing fine working relations with him and by holding him in 
genuine respect. 

Whatever the administrative and supervisory pattern under 
which a school system is operated, the leaders can do much to help 
all who work with children to accept a philosophy of education 
which is guidance-centered. Only on the basis of such a common 
framework of values can educational policies and practices serve 
the needs of children and help them, in turn, to handle their lives 
intelligently. 


The Role of the Superintendent 


The good superintendent will have a clear idea of the functions 
of guidance. Each teacher will be assisted by such an administrator 
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to insure that the part of the curriculum for which he is respon- 
sible will yield its guidance potential. ‘The school as a whole will be 
so organized that the teachers are able to coordinate their best ener- 
gies toward making the total curriculum well adapted to individual 
children. If these things are done, then the guidance values inherent 
in the subject matter of the school curriculum will accrue to the 
advantage of each child. Children fortunate enough to attend a 
school led by such an administrator will be greatly benefited. ‘Those 
who attend a school that is not led by a good superintendent may 
well have unfortunate gaps in their educational experiences. 

As fully as the school can afford, the good superintendent will 
provide such special helps as (a) the services of a psychologist, (b) 
an adequate testing program, (c) the services of counselors who 
give aid to teachers, parents and children in solving their problems, 
(d) the services of a school physician, a dentist and nurses, and (e) 
special instruction for the physically and mentally handicapped. 
Further, he will make these aids available in such a way that they 
are truly accepted by the teacher and not merely superimposed. 


The superintendent needs to understand how the physical aspects 
of the school and the system bear upon the guidance of children. 
Many fine teachers and specialists in the field are frustrated be- 
cause their classrooms, class equipment, playgrounds and some of 
the materials of instruction do not adequately serve. The superin- 
tendent can do much to relieve such frustration through assuring 
the teacher that he appreciates the limitations under which he 
works and through planning with the teacher for the best use of 
the available facilities. 

The administrator is in a position in which he is called upon to 
make many choices between alternative expenditures and courses 
of action with full knowledge of budget possibilities and limita- 
tions. One superintendent, when equipping new classrooms, asks 
the teachers who are to work in these rooms to make two lists of 
equipment to be supplied. One list comprises items for a de luxe 
classroom; and the other gives items less expensive yet adequate 
for a good educational program. In conference with the teachers 
both lists and available funds are carefully considered and a prac- 
tical purchase order for equipment is developed. The teachers are 
helped as they consider what will bring greatest dividends for pur- 
poses of instruction and guidance. In the final analysis, of course, 
the superintendent is responsible for seeing that services and facili- 
ties will “buy” the most in terms of pupil growth and enrichment. 

















ROLE OF SUPERINTENDENT, SUPERVISOR, PRINCIPAL 129 


‘The superintendent should be alert to the importance of keeping 
the recommendations for instructional materials of all kinds in the 
hands of those who understand the educational objectives of a 
school rather than in the hands of a business-trained purchasing 
agent. Bargain prices on textbooks, on writing paper, pencils, 
science equipment, kindergarten toys, and health and physical edu- 

cation supplies should not be the sole criterion for judging the value 
of materials to be used in the classroom. Unsatisfactory equipment 

can hinder a good educational program. Cooperation between the 
educational and the business department is essential. On the other 
hand, while the recommendations for educational materials should 
be made by instructors, limitations of the school budget must be 
respected. The administrator who has the understanding and _per- 
spective of the total educational program is the one to see that 
these things are considered and done. If he operates within a sound 
system of values his wholesome influence as a resource person in 
this area will be greatly enhanced. 

It should be understood that when a person acts as an adminis- 
trator he draws his salary largely because of what he is able to in- 
spire other people to do. If the superintendent is to be a resource 
person, he cannot stay in his office and play solitaire with-the record 
cards. He must maintain face to face contacts with his staff mem- 
bers and provide encouragement, suggestions and advice. 

This means that a superintendent must have a sensitive under- 
standing of what constitutes good human relations. ‘The organiza- 
tion of school personnel must be efficient enough to insure coopera- 
tive effort but also flexible enough so that each individual teacher 
personality will have freedom to grow and even to make mistakes. 

In order that the teacher may function as a guidance worker, 
the superintendent must sincerely practice the principles of de- 
mocracy. Democracy implies respect for every human being. A 
school situation which is democratic provides a setting in which 
each teacher can make the best contribution of which he is capable. 
No matter how large and complex the school organization, his 
identity is not lost and his integrity is not violated. He is respected 
and he gives respect. He and his fellow teachers have opportunity 
to pool their ideas with those of the administrative staff in the 
formulation of school policy and practices. The fact that a school 
has such things as an advisory council, a student council and an 
organization which in theory provides for faculty participation in 
policy making is no guarantee that democracy really operates. ‘The 
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forms of democracy may be there but genuine opportunity for 
group thinking and participation may be lacking. The superin- 
tendent who believes that the needs of children can best be met 
when every teacher is free to express his ideas and to perform as he 
best can, will utilize his leadership to see that democracy really 
functions in all aspects of the school. ‘The connection between the 
democratic spirit and guidance is so obvious as to need no lengthy 
discussion. ‘he following two considerations, however, might be 
stressed: 


An autocratic superintendent operating through the outward 
forms of democracy will tend to regard those forms as sacred. 
When this happens, teachers and children must fit the forms. The 
chances are that the curriculum in such a system will not be ad- 
justed to the children and that guidance and instruction will not 
be appropriately related. 


If the superintendent is too directive, the teachers will not feel 
they can safely go all the way in being friends and guides of chil- 
dren. Teachers will probably be held strictly accountable for meas- 
urable results of their teaching—say in terms of pupil performance 
in reading, spelling and arithmetic, or in terms of rigid obedience 
to the regulations of the school. By being autocratic the superin- 
tendent actually dries up the resources which should be available 
to teachers. However, by being democratic, he not only makes pos- 
sible the release of the best efforts of teachers but in turn makes 
every teacher a better resource person for his pupils. Schools which 
are autocratic are very hard on children. Schools which are truly 
democratic encourage children to grow to their fullest capacities. 


The good administrator will effectively coordinate the work of 
all members of a school staff. He will avoid situations in which 
undue pressure made by one department causes difficulty for teach- 
ers and children in other departments. He must possess a clear 
knowledge of the basic function of each part of a school system 
and work out a sensible scheme for putting those parts together 
in such a way that they will all work harmoniously. Perhaps we may 
say, therefore, that the chief function of the superintendent as a 
resource person is to insure that all of the other resources of the 
system actually become fully available. Perhaps his work as a re- 
source person is much like that of a catalytic agent in chemistry. 
The substance of the catalyst does not become part of the new 
compound but unless it is there, the chemical reaction will not 
take place and the new compound will not be formed. 
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The Role of the Supervisor 


In order to be a good resource person the supervisor must possess 
a wholesome interest in people. He must be sensitive to human 
characteristics, desirable and less desirable. He may be a perfec- 
tionist for himself but needs to be understanding and charitable 
toward those with whom he associates. Actually, the supervisor is 
in the same relationship to teachers as teachers are to pupils; for 
just as pupils function better if teachers are sensitive to their needs, 
so teachers can function better if supervisors are sensitive to the 
needs of teachers. 

Good rapport between supervisor and supervised can be en- 
gendered only through mutual respect and confidence. A friendly, 
helpful attitude on the part of the supervisor will do much to open 
the way for the teacher to seek supervisory guidance. This relation- 
ship is very essential for beginning teachers and for those who may 
lack confidence in themselves. 

The supervisor can secure good rapport with teachers if he has 
the self-assurance which comes from practical knowledge and un- 
derstanding of work in the classroom. Experience as a classroom 
teacher is not only helpful but virtually essential as preparation for 
the work of the supervisor. Without such experience it is difficult 
for the supervisor to be sensitive to a classroom situation. The 
supervisor who has not been a teacher will find it hard to gain the 
respect of the teacher and, therefore, to be a true resource person. 
Memory of his own classroom experiences of success and failure will 
make the supervisor both more understanding and more helpful 
with the ups and downs of teaching. 

Respect for the supervisor by teachers will be increased in direct 
proportion to the degree to which the supervisor carries his share 
of the work. He must be ready to work hard and cheerfully if he 
is to inspire teachers to successful enterprise. 

Teachers as a group are very fine people. ‘They work hard and are 
extremely serious and conscientious about their guidance of chil- 
dren. No new gadgets have been developed to make life easier for 
the teacher. He cannot press a button which will release electric 
or atomic energy to give pupils so strong a desire for learning that 
motivation by the teacher will not be necessary. As more and more 
knowledge concerning child development and methods of instruc- 
tion is learned through research, the work of the teacher is in- 
creased. The teacher is not a keeper of school, but a professional 
person interested in his pupils as human beings, in new informa- 
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tion about instruction, and in local and world affairs. Many a 
teacher has found it necessary to become a television fan, for ex- 
ample, in order to understand the thinking and reactions of his 
pupils. 

The wise supervisor will guide the teacher to adjust to new life 
patterns that affect pupils rather than to resist these. A slow learn- 
ing group of children suddenly became greatly interested in tele- 
vision. Instead of opposing and resisting this new phase in the life 
of her pupils, the teacher helped them build a television set, simi- 
lar to their play movie apparatus, for use in the classroom. The 
names and numbers of local channels were used and scenes on the 
screen were new words to be learned, number facts to be assimi- 
lated and other items in the curriculum to be mastered. 

The supervisor learns much from the teacher. It is not his func- 
tion to give, from an encyclopedic knowledge of facts, recipes for 
classroom situations and methods of instruction. Instead, he helps 
teachers to solve their own problems and to do their own thinking. 
From the creative teacher he often learns methods which he can 
offer to other teachers. To keep the respect of teachers, due credit 
must be given to each individual. No supervisor loses the respect 
of teachers by admitting he does not know the “answer” if he 
demonstrates his willingness to try to learn the solution of a 
problem. 

The teacher must feel that the way is always open to seek advice 
from the supervisor. No problem should be regarded as trivial if 
it is of concern to the teacher. Sometinies a teacher is confused 
about organizing the classroom procedures for effective learning 
or is worried about how to prepare reports. Such problems are im- 
portant and their solution with the aid of the supervisor will often 
free the teacher to become a better instructor and guide. 

The teacher will seek help from the supervisor and follow his 
leadership if he is confident that the supervisor is sincere and intel- 
ligent about. the work. The supervisor must possess a comprehen- 
sive view of the educational program in order to point the way 
to new goals as well as to be realistic about present needs and prac- 
tices. As a teacher accepts pupils as individuals, so a supervisor 
must accept each teacher where he or she is in attitude, in ability 
and in training. 

An example of such leadership is that given by a music super- 
visor who was aware that the school staff in her community needed 
to become more interested in child development and guidance. 
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She knew an expert whose services were available. She approached 
the school administrator regarding the project. ‘The administrator 
was enthusiastic about the program, but saw no way in which 
school funds could be used for such in-service training. 

Disappointed but undaunted, the music supervisor took her prob- 
lem to the association of teachers in her community. ‘The associa- 
tion, after a clear explanation of the proposed activity, decided to 
sponsor and finance the program. Many teachers, principals, super- 
visors and parents became active in the project. As a result the 
children gained through wiser and more understanding guidance 
in the classroom. 

This forward looking music supervisor enthusiastically told super- 
visors in other communities of the success of the project. Her en- 
thusiasm was contagious. These supervisors secured the interest and 
support of their superintendents who in turn were able to secure 
funds to finance similar projects for their schools. 

From the inspiration of this leader’s vision and courage, a com- 
prehensive study of child development and guidance was launched 
in four urban and two rural communities in the state. ‘The program 
was an in-service training project in the field of child development 
and guidance, enthusiastically participated in by staff members, 
parents and some members of civic organizations. Parents wel- 
comed the opportunities offered to work with teachers for the 
good of all children. Study groups of teachers and parents consti- 
tuted the general pattern of operation. Membership in the groups 
was voluntary. In most groups teachers and parents of children from 
kindergarten through senior high school were enrolled. All prin- 
cipals were active in the project. Adequate library material was fur- 
nished and made easily accessible to members of the study groups. 

One phase of the project was a series of evening public meetings 
each year. At each of these meetings members of a study group pre- 
sented the results of their work. Audience participation through 
questions and discussion was always an interesting and valuable 
part of the evening session. 

In one Midwest community (Rock Island, Illinois) in which 
such an in-service program was conducted for five years, the follow- 
ing changes in relationships, attitudes, practices and procedures 
were credited to the project: 


There are noticeably friendlier relations between teachers and parents, 
teachers and children, teachers and administrators, teachers and teachers, 
and parents and parents than before the initiation of the project. 
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Teachers have become more cautious in passing judgments, more con- 
cerned with the background of the child, more eager to know the causes 
underlying behavior than before the study of child development. 


There have been opportunities for professional fellowship. 


Parents and teachers have become more objective in dealing with 
problems of children and more considerate of others’ opinions. 


There are no more “problem children” in that city but rather “some 
children with problems.” 


A wholesome attitude has developed among junior and senior high 
school students toward parent-teacher relationships. 


The area psychologist who serves that city has expressed the opinion 
that teachers understand children’s problems better because of the child 
development and guidance program. 


Individual teacher-parent conferences for all children of a class have 
been initiated. Three half-days of school time are allotted for the con- 
ferences. 


In-service training of members of the school staff through participa- 
tion in study groups which include helpful discussion of pooled readings 
has been continuous. 

One week workshops at a nearby university during four summers and 
a three day workshop at a state park were attended by teachers, ad- 
ministrators and parents. 

Many teachers and parents have attended scheduled one day sessions 
at this university at which all communities participating in the project 
presented reports. 

Public meetings have been held at which members of a study group 
presented the results of the research which was studied. Valuable audi- 
ence participation in discussion was secured. 

Comprehensive and detailed records have been kept of the activities 
of each study group. These records include the enrollment and _ at- 
tendance, the purpose, plan of organization, meetings held, public pre- 
sentations, conclusions and recommendations, a bibliography and an 
appendix. 

Five study groups for parents of preschool children have been formed. 

Members of the school staff are released from regular duties to serve 
as consultants to parent study groups which meet during the school day. 

A study group has been organized at the senior high school level. 
Parents, teachers and students take part in the meetings. 


Lay leadership training courses are given. 
Parents are serving on curriculum planning and textbook selection 
committees. 
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A system-wide study of the reading program in the schools as related 
to research in child development and guidance has been made. 

A statement of policy was formulated for uniform practice in the use 
of test data and the interpretation of school records. 

Resource libraries of materials in the field of child development and 
guidance have been supplied to each elementary, junior and senior high 
school for use by teachers and parents. 


Significant modifications in practices and procedures were also 
reported for the same school system: 


Increased home visits in the interest of children have been made 
by teachers. 

‘There is a growing public interest in school activities as evidenced by 
newspaper publicity, television and radio. 

Many more group conferences at which teachers discuss with parents 
methods of instruction, teaching materials and school activities for the 
new year have been held than were held before the studies in child de- 
velopment and guidance were begun. 


Rich rewards of the in-service activity reported above would not 
have been possible without the leadership of the supervisor who 
worked cooperatively with teachers each step of the way. The lead- 
ership for in-service training is generally assumed by the supervisor. 
Work in this field is helpful in developing and in keeping a pro- 
fessional spirit among members of a staff. 


A number of practices may be used by the supervisor to assist 
teachers. It is essential that all planning for the best interests of 
children be cooperative. ‘The successful supervisor understands that 
all who are interested in the child must feel free to express their 
views and to help in solving problems. ‘The practice of encouraging 
such free expression of views and even of accepting critical com- 
ments will make easier the cooperative solution of problems. 

It is important for teachers to value the parents of their pupils 
as resource people. A good supervisor will help teachers to look to 
parents for the kinds of assistance which they can best give in pro- 
viding information which will benefit the child. If the teachers and 
the parents are all sincerely interested in helping the child, barriers 
often existing between teachers and parents will disappear. 

A conference with all teachers new to a community has been 
found to be an important means of aiding teachers. One supervisor 
in a school system which employs approximately thirty-five new 
recruits each year follows the practice of inviting each new teacher 
to her office for a conference before the opening of the fall term. 
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Most of the conferences are held during the summer months and 
are scheduled at the convenience of both teacher and slipervisor. 
The philosophy of education under which the school operates is 
thoroughly discussed and ample opportunity given for raising and 
answering questions. Materials and methods of instruction are dis- 
cussed. Materials are given to the teacher in order that he may 
prepare himself well in advance of meeting his students. For the 
inexperienced and timid, many opportunities for conferences are 
available. The orientation of such teachers must of necessity be a 
step by step process. All necessary information for successfully 
integrating teaching with guidance cannot be communicated in 
one conference. One timid young teacher, for instance, is known 
to have requested seven individual conferences before the opening 
of school. She learned to solve her classroom problems independent- 
ly because of her new confidence in herself and in her supervisor. 

With ever changing community and world conditions, and with 
an increasing amount of research in child development and guid- 
ance and methods of instruction, it is becoming more and more 
urgent that teachers and supervisors work to apply in the classroom 
the findings of this research. When they are invited to participate 
in such activities as partners and not as pupils, a majority of teach- 
ers welcome the opportunity. 

The role of the supervisor is well summarized in one of the 
replies received by a supervisor who asked his teachers to state the 
kind of supervision they wished. This teacher said, “The supervisor 
should not only guide and direct the teacher but be prepared to 
give beneficial and constructive criticism. The supervisor should 
be qualified to recognize the weak spots in the curriculum and the 
teaching staff and to guide the teacher in such a diplomatic manner 
that he will have a constructive attitude toward improvement. 
If the supervisor is not of the domineering, autocratic type, but 
instead is friendly, cooperative and informal, all the teachers may 
profit tremendously through his help.” 


The Role of the Principal 


The principal is in a strategic position to be of great value as a 
resource person to teachers. He is closely associated with members 
of his faculty. He is readily available at the time when a problem 
arises which requires immediate attention. 

The principal helps the teachers develop the policies and philoso- 
phy under which the school operates. He is directly responsible for 
aiding teachers in carrying out these policies. 
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Next to the teacher the principal is most closely associated with 
children. In the elementary school he probably knows most of the 
children and his knowledge is of value when helping a teacher solve 
a problem with an individual child. He knows the parents as well as 
the children and can help teachers and parents work together. He 
can view a problem between a teacher and pupil in an objective 
manner. He can judge a problem in the light of the entire school 
rather than within the narrower setting of a single classroom. 

Perhaps one of the most difficult situations for a principal is 
when he is performing the function of guidance in a case of so- 
called “discipline.” ‘The following anecdote may serve to illustrate. 

One morning Miss Ruth and her class had been greatly annoyed 
by Bill. Bill was sulky. [le was uncooperative with members of the 
science committee with whom he had been working happily on 
previous occasions. He persisted in making growling noises, in push- 
ing other boys and in making a general nuisance of himself. Since 
this was unusual behavior for Bill, Miss Ruth was at first surprised 
and annoyed. When all her efforts to change Bill’s behavior had 
failed, Miss Ruth sent a hurried note to Mr. Hargrave, the principal, 
describing the problem and asking for his help in guiding Bill. 

Mr. Hargrave felt that Bill should temporarily be removed from 
the class situation. This would help to relieve Miss Ruth, and 
might also help them learn the cause of Bill’s unusual behavior. 
He needed to find a way of accomplishing this, however, without 
causing Bill any embarrassment and loss of face. The principal 
knew that one of Bill’s most recent accomplishments had been 
building an aquarium with the help of members of his science com- 
mittee. The principal, therefore, went to the classroom and said 
that he needed the help of a boy to clean the aquarium in his office. 
He asked if Bill was free to help. Bill was sulky but said he sup- 
posed he could help. 

On the way to his office Mr. Hargrave said that he had heard 
that Bill and his companions had found some unusual specimens 
of water animals. He was especially interested in the “mud puppies’ 
which the boys had brought to school. 

Little by little Bill relaxed and as they worked and talked he 
revealed to the principal some of the problems bothering him. Bill’s 
pride made it hard for him to divulge the fact that there had been 
trouble at homé. His father had lost his job, and his mother and 
father had quarreled. Bill had come to school without breakfast. 

With this information Mr. Hargrave was able to help Bill at least 
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with the immediate problems of getting some needed food and of 
calming down enough to view more objectively his behavior in the 
classroom. Later in the day Miss Ruth and Mr. Hargrave took time 
to pool their information and their insights about Bill. They antici- 
pated a possible recurrence of poor classroom behavior but agreed 
that Bill should be given every opportunity to feel secure and ac- 
cepted in the school situation. 

In this example both teacher and principal used a guidance ap- 
proach in helping Bill. ‘They looked below surface behavior for the 
real problems which troubled him. He was not blamed or labeled 
as a bad actor but was helped by adults who gave him friendship 
and understanding. A principal who approaches all behavior prob- 
lems in this manner helps teachers develop a guidance point of view 
and encourages their growth in intelligent guidance of boys and 
girls. 

Thus, the day by day work of the principal as he visits classes, 
writes bulletins, attends meetings, organizes conferences, and has 
interviews with children, parents and patrons has an influence upon 
the degree to which children’s necds are satisfactorily met. The 
impact of his influence upon the atmosphere of the school and the 
effective work of the school in respect to guidance will be great. 
Cubberley said years ago, “As the principal, so the school.” That, of 
course, goes for any administrative officer. Cubberley had in mind 
not that the principal set himself up as a god with infinite power 
but that the administrative office is so strategic that the character 
of the person who fills it will inevitably determine the character of 
the school. 


Administrative Officers Work Together 


It is the chief duty of the superintendent, the supervisors and 
the principal together to help teachers provide worth while experi- 
ences for children. They must work cooperatively in planning and 
in leading projects which will provide a good educational program. 
Some specific ways in which this can be done will follow. 


Classroom visits by administrative officers are an important 
means of helping teachers. Administrators and supervisors in recent 
years have had so many demands made upon their time by the 
community and by professional organizations that classroom visits 
have become a minor part of their work. To be effective resource 
persons these leaders must choose between alternative pressures 
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the activities which, in the long run, will improve the program of 
teaching and guidance. Classroom visits should be included in these 
activities. Advice and help to teachers cannot be given over the 
telephone unless the administrator and the supervisors have knowl- 
edge of the classroom situation. 

Classroom visits should not be confined to new and inexperi- 
enced teachers. Experienced teachers welcome a professional visit 
by a supervisor. If the administrator and the supervisor spend all of 
their time as trouble shooters, they become discouraged and less 
helpful to teachers. They need the inspiration of visits to class- 
rooms of artist teachers. 


Classroom visits must be planned. Some must be on the request 
of teachers, others as the supervisor sees a need. One method which 
has proved effective in helping supervisors and principals avoid be- 
coming entangled in nonessential administrative detail is for them 
to submit to the superintendent an evaluation of their activities 
during each school term. If an important phase of their work su.h 
as making classroom visits has been neglected, they can plan to 
correct the oversight during the following term. 


Good teachers do not all work in the same way, and the intelli- 
gent supervisor will view classroom activities objectively. Two third 
grade teachers are working in adjacent classrooms. One is but little 
taller than her pupils and is usually found in the midst of a group. 
A visitor to the classroom finds it difficult to discover the teacher 
when first entering the room. She may be discussing with the chil- 
dren plans for a trip, a summer vacation experience, a difficult prob- 
lem in arithmetic, or the most satisfactory way to go from the class- 
room to the library. At all times she is a member of the group, 
laughing with them, thinking with them and leading them to ex- 
press their ideas and to solve their own problems. So she moves from 
group to group. She is always close to her pupils. She realizes that 
third graders are not comfortable when sitting for a long time re- 
gardless of how modern the desks and chairs may be. So she calls 
small groups to her as they work together throughout the day. 

The teacher in the adjacent room uses a formal approach with 
her pupils. Her classroom is well organized. Little variation in daily 
schedule is permitted. She is a kindly person and likes children but 
does not play with them. She knows that children are not all alike 
and adjusts learning experiences to their needs. Her pupils learn 
their basic skills as do those of her neighbor. Demonstrations for 
visitors in her classroom are smoothly organized and planned. Both 
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teachers are good for children although the methods used are dif- 
ferent. 


Administrators and supervisors have a duty to teachers in helping 
them to understand the value of a good testing program in the 
guidance oj pupils. In one school system in which members of the 
teaching and supervisory staff and parents had studied together the 
value and use of tests, a policy governing their use was formulated. 

It was agreed that all tests were to be administered for the pur- 
pose of contributing to the growth of a child and that no scores 
should be revealed without giving an adequate interpretation of the 
test and its purpose. It was agreed that it would be wise to give 
parents information regarding a pupil’s performance on a test only 
in a private conference. ‘The information should be appropriately 
related to the total picture of a child so that parents might guide 
him to better ways of living. 


Administrators and supervisors must be well informed about 
child development and guidance. ‘There has been considerable re- 
search in the principles of pedagogy which deal with the teaching 
of subject matter. Only rather recently, however, has much been 
done in what is known as child guidance. Fortunately, the field 
has grown tremendously in the past ten years. Many teachers now 
know what child growth and guidance mean. They recognize the 
fact that at each stage in the child’s development there are several 
important developmental tasks which must effectively be mastered 
or the eventual adult will not be a truly grown-up person, governed 
by a mature mind. They know that school work geared in harmony 
with the satisfactory handling of developmental problems will be 
well done. They know, too, that schools which set themselves up 
as strict subject matter centers and which oppose the natural de- 
velopmental forces may well make rebels, or docile robots, or frus- 
trated neurotics of their children. If the administrator and the 
supervisor have a working knowledge of child development and 
guidance, their influence on the system will be great for good. 

As resource persons in this respect, the administrators and the 
supervisors will function when they hire teachers. They will func- 
tion when the decision needs to be made as to whether an individ- 
ual child should have the attention of specialists or whether he 
should be assisted solely by his classroom teacher. They will know 
whether or not the operations of the system are contributing to the 
full development of the children, whether or not the system is in 
balance, whether it is attentive to developmental tasks, whether 
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it is as concerned about concomitant as it is about primary learn- 
ings, whether it is exhausting children in permitting too intense 
competition, or failing to challenge children by not providing 
enough competition. ‘They will be “able to judge, in reference to 
these areas, whether or not the system is building good personalities 
and capable citizens. In their capacity as administrators and super- 
visors they are in a position to be powerful resources for doing some- 
thing about these matters if the system is ineffective, or for en. 
couraging it to be even better if it is good. 


An Illustration of How Supervisors, Administrators and 
Teachers Can Work Together To Relate Guidance and 
Instruction 


Reference has been made earlier in this chapter to a cooperative 
study of child development and guidance and their relation to the 
curriculum. In this city-wide project (Rock Island, Illinois) the 
general pattern of operation involved the selection of topics by a 
planning committee for study by groups of teachers, parents and 
supervisors. The object of such group study was to encourage better 
understanding of children and youth and better methods of teach- 
ing and guiding children in both home and school. The aid of a 
well-trained and qualified consultant was secured and the general 
supervisor of the schools acted as the local leader. 

Only one phase of the program will be reported here to illustrate 
how teachers and the supervisory staff can work together on a 
project which affects simultaneous improvement in both guidance 
and instruction. This was-a very comprehensive study of the read- 
ing program from “readiness” in the kindergarten through reading 
instruction in the senior high school. The superintendent of schools 
suggested that the following points be given consideration: 


Examine first what we are doing—what our present program is. If 
we are going some place, we should first know where we are. 

We need to consider what we are doing in the light of what we now 
know of child development and guidance. Match what we know against 
our experience and see how: the two compare. 

In the light of what we know of child development and guidance and 
what we are providing in the way of learning experiences, list those 
present practices which seem to require no change. 

Study practices which are potentially good but which are not working 
very well and which should be improved. 

Then consider what things we are doing that are out of balance. 
What phases of the present curriculum can be eliminated? One fault is 
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that many new items are added to the curriculum but nothing is re- 
moved to make room for the new. New things have been added, layer 
on layer, until the curriculum has become an indigestible mass. Young- 
sters simply do not have time to absorb it all. 

Attempt to discover those things in the curriculum that are com- 
pletely inconsistent with what we know of child development and 
guidance. Some things are being done just because they have always 
been done and some of these may be definitely harmful. Such practices 
should be discontinued. At no time does the school want to do anything 
that will hurt its children. A school is set up only to assist in the de- 
velopment of its children. 

List in the order of their importance the changes you believe should 
be made. 


An elementary school principal and the general supervisor were 
co-chairmen of the project. Representatives were elected by the 
faculty in each school to serve as members of the study group. All 
principals of elementary and secondary schools, all counselors and 
the coordinator of special education were active in the project. 

At an early meeting of the study group the members voted to 
divide into two subgroups: elementary and combined junior-senior 
high school. This arrangement facilitated the work. Each subcom- 
mittee elected a chairman and meetings were planned. Sessions of 
the committee of the whole were held throughout the year at which 
progress reports of the work of each subgroup were presented. 

The comprehensive reports of the study group in child develop- 
ment and guidance which dealt with needs and developmental tasks 
of children were reviewed at a meeting of the whole committee. 
All teachers were invited to this meeting and teachers new to the 
system were urged to attend. Five members of the staff presented 
their concept of the needs and developmental tasks of children on 
the following age levels: preschool, primary, intermediate, early 
adolescent and later adolescent. These reports provided the com- 
mittees on reading with a child-centered orientation. Eventually 
each study group presented a report of its analysis. 


ELEMENTARY SCHOOL REPORT 


General Principles of Child Development as Applied to Reading 
The physical, mental, emotional, environmental and social aspects of 
the child’s growth must be recognized. 


All children pass through similar stages in the development of read- 
ing abilities and this development varies from child to child. 
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The ability to learn to read is closely related to personality adjust- 
ment. 

Individual differences and needs among children influence the de- 
velopment of reading abilities and the development of these abilities 
is gradual but continuous. 

The child should be accepted by the teacher at his particular level 
of achievement and materials and methods should be adjusted to each 
child. 

The evaluation of a child’s achievement in reading must be made in 
terms of his own growth rather than through uniform grade standards 
of achievement. 

Every child should experience often a feeling of success. 


Good Practices Which Need No Changes 


The basic philosophy underlying our reading program is to take the 
child at his particular level of achievement and r proceed from that point 
with instruction best suited to his needs. 

The home background, the physical, emotional and social needs and 
the necessary information concerning academic achievement of each 
child are derived from a study of several sources: 

Cumulative records 
Tests and test results given in previous grades 
Results of physical examinations by physicians 
Periodic check-ups made by nurses 
Home visits made by teachers, nurses and guidance director 
Individual parent-teacher conferences. 
Individual needs of a child are provided for through: 


Flexible grouping 

Providing materials on various levels of difficulty 
Variations in assignments 

Counseling and guidance. 


The reading program provides: 


Continuous growth in interpretive skills and abilities 

A sequential plan for teaching the study skills, such as use of table 
of contents, index and dictionary, classifying, summarizing, out- 
lining and relationships 

A variety of experiences for developing good habits in oral and 
silent reading 

A sequential plan for teaching word perception, such as use of clues 
(pictures, context, configuration), structural analysis and phonetics 
A gradual growth in reading habits and skills 

Much material related to a child’s immediate environment 
Enrichment through use of all types of visual materials. 
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Teaching is aimed toward prevention rather than correction of reading 
difficulties. 7 

Provision is made for remedial teaching when prevention is impossible. 

Provision is made for the measuring of a child’s progress in reading 
through an adequate testing program. 

Many opportunities are provided for the child to develop an interest 
in reading. 

Flexibility is practiced in adjusting the reading program to individual 
classroom situations. 

Opportunities are provided for parent-teacher conferences and parent 
visitation in the classroom. 

Educational trips provide a background of meaningful experiences. 

Orientation of new teachers is provided through conferences with 
supervisors. 

Suggested Changes for Improvement of Practices 

In parent education more stress should be placed on the needs of the 
school child. 

There should be a less abrupt change from kindergarten to first grade. 

Classroom enrollments should not exceed twenty-five to thirty in 
order that provision may be made for sufficient individual help. 

An enlarged library should provide for a variety of interests at the 
different reading levels. 

Individual testing should be done soon after referrals are made. 

Group test results should be returned in time to be of value to the 
teacher. 


JUNIOR-SENIOR HIGH SCHOOL REPORT 


Some Principles of Child Development 
» As Applied to the Adolescent 

Adolescents differ in mental and physical characteristics and in rate 
of growth. 

Adolescents sometimes return temporarily to habits of the younger 
child. 

Daydreaming is a common characteristic of adolescence. 

The adolescent usually has a high interest in a search for ideals. 
He is a hero worshipper. 

He feels a strong need for acceptance by his peers. 

He needs unobtrusive adult guidance. 

Often his fear of ridicule is keen. 

Adolescents need opportunities to express themselves. 
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Good Practices Which Need No Change 


Use of visual materials. They supplement rather than replace reading. 

Employment of a diagnostic testing program. This could be expanded. 
A test might be given at the end as well as at the beginning of the year 
and the results compared. 

Much use of unit system with considerable supplementary material, 
fairly well adapted to various reading levels. 

Encouragement of various kinds of reading for specific purposes. 

Remedial reading, including special help, use of diagnostic tests with 
follow-ups, employment of “accelerators” and other such devices. 

Stressing of individual participation and development of independent 
thought on reading material. 

Efforts to make use of school libraries for reading and reference work, 
rather than as study halls. 

Current events reports; weekly news magazines subscribed for by 
classes; use of other magazines, newspapers, radio and occasionally tele- 
vision. 


Practices We Are Using Which Are Out of Balance 


Use of considerable reading material unsuited, either in difficulty or 
in subject matter, to the mental age of the child. This is largely due to 
a lack of sufficient suitable material. 

Use of a textbook, in some cases, which is too difficult for students 
on the lower reading levels. 

Reading comprehension could be stressed more. 

Some classes too large to allow the best reading procedures and de- 
sirable individual expression. 

Not enough attention given to bright pupils who are poor readers. 

While our visual education program is comprehensive and well set up, 
more attention might be given to avoidance of duplication between 
various grades. 

It must be recognized that reading instruction and guidance are not 
only the job of English teachers, but of teachers in all areas of subject 
matter. 

More can be done to iie in our reading instruction with the current 
child development and guidance program. 


Recommendations of the subgroups were considered by the ad- 
ministrator and supervisors in securing the types of materials re- 
quested for an adequate reading program. To be of real help to 
teachers a supervisor must see that proper teaching materials are 
made easily accessible. 
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The work of the successful supervisor is one involving many and 
varied opportunities for service. The supervisor must be fair in 
dealing with his colleagues. As a resource person he has many op- 
portunities to express sincere friendliness, to encourage those who 
are working directly with children and youth, and to create oppor- 
tunities for professional growth for himself and his colleagues. 

The supervisor’s effectiveness as a resource person to teachers is 
conditioned by the quality of support given by the superintendent 
or other administrators. 


This chapter has discussed in some detail the manner in which 
administrators and supervisors can support teachers in their efforts 
to integrate teaching and guidance. The standards which these lead- 
ers set and the values which they hold determine in large measure 
the things which teachers will work hardest to achieve. If adminis- 
trators and supervisors are single-minded in their devotion to the 
welfare of boys and girls and view in broad perspective all of the 
factors in a school which relate to wholesome personality growth, 
teachers will very likely be inspired to approach the problem of 
classroom teaching with sensitive regard for children as people and 
with vital interest in serving their highest need. 

Administrators and supervisors are important not only in helping 
to provide a good setting for learning, adequate instructional ma- 
terials and appropriate guidance services but, more important, in 
developing wholesome staff morale. A spirit of mutual trust and 
respect among staff members does more to free a teacher to work 
helpfully with children than all the other aspects of a school put 
together. This spirit exi.ts primarily as it emanates from those in 
positions of leadership. Given a situation relieved of fears and ten- 
sions between supervisors and teachers, the adventure of relating 
teaching and guidance will challenge the best effort of both the 
teachers and their consultants and will result in professional growth 
for all. 
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CHAPTER VIII 


The Cumulative Record as a Tool 


OHN’S teacher wonders why she is unable to draw him out and 
make him a truly contributing member of her class. Jean’s 
teacher feels Jean has an unexplainable resentment toward him as 
an adult, which blocks learning in the classroom. Both these teach- 
ers, and thousands of others like them, feel the need to understand 
the underlying causes of behavior—the motives, the emotions, the 
personal relationships, the environmental factors, which keep chil- 
dren from accomplishing their classroom tasks and from develop- 
ing their full potentialities. 

How can a busy teacher, even though he is interested and pro- 
fessional in his attitude, hope to know and understand the many 
young people with whom he comes in daily contact? How can he 
possibly accumulate the wealth of essential information about each 
child, and glean and sift from all of this the data pertinent to the 
child’s present situation and needs? Certainly no teacher can be 
expected to “start from scratch” to build such a background for 
each of his pupils. Yet, without such information, he cannot hope 
to individualize classroom instruction and plan satisfying experi- 
ences for and with young people who are as different from one 
another as their fingerprints. 


The Cumulative Record Is an Asset to a Teacher 
How Staff Cooperation Saves Time for Each Teacher 


One solution to the problem of individualizing instruction lies 
in the development and use of a good cumulative record for each 
child. Such a record offers opportunity to the teacher not only to 
serve each child better but actually to save time in his professional 
job. The teacher may obtain from such a record a developmental 
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history of the child; he may observe in that history interrelations 
of factors which seldom come to light in his classroom. Included 
in this information may be items which offer the key to the fulfil- 
ment of a current need of this child. For example, the cumulative 
record may give us the explanation for John’s problem in the pic- 
ture of John in his family; in the picture of his gifted brothers and 
sisters, with whom his “average” intelligence seems low by com- 
parison, and of his equally gifted, dominant and outgoing parents. 
Realizing these facts, the teacher may place John in group situa- 
tions in which he can become more adequate and where he is en- 
couraged to feel that his help is needed for the success of whatever 
is to be accomplished. 

The same teacher, benefiting thus by entries made by others, may, 
in turn, contribute his observations and firsthand experience to 
John’s record. As John gains in self-confidence through working 
in the group selected for him, he reveals a genuine interest in na- 
ture study and an astonishing fund of information about birds. A 
teacher notation about this hobby, and the contribution John has 
made to his classmates through it, may mean time saved for other 
teachers who will continue to use the record to help John grow. 

Through the cooperative efforts and professional skill of many 
teachers, the cumulative record can thus become an invaluable 
asset to the individual teacher. The growing edge of each pupil’s 
personality can be traced in the notations of successive teachers on 
individual cumulative records. Each teacher hands on to the next 
a torch to light the way for pupil growth. 


Guidance Situations in Which Teachers 
Find the Record Helpful 


As emphasized in other chapters of this yearbook, a school cur- 
riculum which is intelligently planned attempts to anticipate needs 
and provide the most favorable growing conditions for all children. 
Varying developmental levels are anticipated and plans made for 
corresponding variations in learning experiences. 

Final selection of curricular learning experiences suited to the 
capacities and needs of each child, however, is the ultimate profes- 
sional challenge of the good teacher. This planning for the child’s 
individual learning experiences represents the type of skilled teach- 
ing for which the cumulative record serves as an indispensable re- 
source tool. 

On the record of each child the first grade teacher finds such 
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items as a report of the initial pre-entry conference held between 
his mother and his prospective kindergarten teacher. It indicates 
some of the child’s developmental problems in preschool years as 
well as certain of the special concerns of the parent. The kinder- 
garten teacher’s estimate of the child’s level of social maturity, his 
reading readiness, his motor skills and his energy pattern may like- 
wise be indicated. Results of screening tests for hearing and vision 
may also be noted. ‘The use of these and other data on the record, 
aiong with the teacher’s own observations of the child, speeds up 
the process of his adjustment in the first grade. His teacher is saved 
much trial and error in selecting learning experiences appropriate 
for him because of the recorded information already available. 

As each successive teacher receives the record with its added 
entries, it becomes increasingly valuable as a basis for providing the 
learning experiences most beneficial for this child. 

With the cumulative record in their hands as a tool, therefore, 
teachers can focus their efforts in terms of the problems of par- 
ticular boys and girls. Sam’s record, for instance, reveals for a 
period of four years high scores on general aptitude and achieve- 
ment tests, but poor social adjustment. ‘These data, plus the ob- 
servations of the teacher and his analysis of a sociogram, result in 
his providing opportunities for Sam to improve his skill in getting 
along with others. Step by step, Sam becomes less anxious in social 
situations and better able to accept his classmates and be accepted 
by them. 

Twelve year old Jane, whose elementary school record indicates 
that she has adjusted well in social relations with other pupils, is so 
low in academic aptitude that her achievement in the regular school 
subjects probably could never fully satisfy her. Responsibility for 
watering the plants, adjusting the dark shades for visual education, 
and reporting daily attendance helps to give her the feeling of 
adequacy she needs. This, in turn, helps her to advance slowly but 
surely in reading and in other basic skills. A conference with her 
parents instead of a “mark” report card of the conventional type 
helps her further. Thus the record assists teachers in selecting learn- 
ing experiences appropriate for each child. 


The record is also of value in deciding whether or not a specialist 
should be consulted. The teacher who has exhausted his every re- 
source and skill in classroom teaching without effecting the desired 
changes in a pupil’s development realizes that more specialized pro- 
fessional help for the child may be needed. If the pupil’s cumula- 
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tive record for the current year, and the long overview of his history 
during previous years, reveal persistent unsolved problems, this 
need for special help is further substantiated. 

Even after all the care the school has taken in setting up a good 
learning situation for Ben, he just cannot read. Special help, sum- 
mer tutoring and all the usual efforts have been made. His cumu- 
lative guidance record shows above-average intelligence on the Re- 
vised Stanford Binet and reasonably good social adjustment. The 
record also includes an entry by the school psychologist. While she 
reports good eye-fusion, right-handed right-eyed dominance, and 
good motor coordination involving the finer muscles, she com- 
ments that Ben seems to become emotionally upset whenever he is 
expected to read. On the basis of these recorded data, the teacher 
seeks once more the help of the psychologist. At her suggestion the 
multisensory method of teaching reading is tried. Within three 
months the teacher is able to bring Ben up to the reading level 
of his grade. Much time and effort would have been wasted by 
both teacher and child if the recorded information had not been 
available. 


Beth develops such headaches during her math class that it is 
often necessary for the teacher to send her to the medical room. 
Health check-ups reveal no physical basis for the trouble. The 
cumulative record, however, indicates a history of difficulties in 
arithmetic. The school counselor suggests giving Beth some diag- 
nostic tests in arithmetic fundamentals. A specific subtraction dif- 
ficulty is discovered. With a little remedial work in this funda- 
mental process, the math problem is corrected, some measure 
of success becomes possible for Beth in the math class, and the 
headaches disappear. The cumulative record history in arithmetic 
fundamentals helped the mathematics teacher to locate the difh- 
culty. 

Sometimes the developmental record of a child reveals problems 
which grow in seriousness from year to year to the point where the 
teacher and the school counselor feel that an outside specialist 
must handle the problem. Jim has such a record. No longer simply 
timid and shy, he has developed a fear so great that often he re- 
fuses to come to school at all. Malcolm is another boy whose seem- 
ing purposeless stealing continues despite all that his parents and 
teachers can do. The combined help of the school guidance staff 
is needed in studying these boys, and in then referring them and 
their troubled parents to some community clinic that can provide 
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psychological or psychiatric service. When outside assistance is 
needed, the record is often of great value in providing the basis for 
confidential reports to these specialists. 

The cumulative record can also assist the classroom teacher in 
helping high school pupils select their courses and make their plans 
for further education and for vocational life. Planning ahead for 
advanced educational training or for on-the-job experience becomes 
a crucial problem for high school youth. With developmental data 
on the interests, hobbies, achievements and capacities of individual 
pupils at his disposal, the classroom teacher can be of great help 
to pupils in these choice-making situations. 

Greta cannot make up her mind in her senior year whether to 
become a librarian or go into YWCA work. From the kindergarten 
level her cumulative record has consistently shown that she has 
marked ability in getting along with other children and interest in 
serving them. ‘he teacher confers with the counselor and together 
they help the girl further explore each of these occupational possi- 
bilities. Books on vocations are made available, visits to experienced 
people in these fields are planned, and practice in working first as 
a playground helper and then as an assistant in the children’s wing 
of the public library is arranged. The records have assisted the 
teacher and counselor in arranging the kinds of experiences to help 
Greta make a wise choice. 

Thus the classroom teacher, who is the key person in guidance 
and curriculum adaptation, finds the cumulative record useful for 
revealing the history and characteristics of the growing, changing 


pupil. 


Features of the Cumulative Record 
Which Teachers Find of Value 


Content of the Record 


Since a teacher with the guidance point of view has concern for 
the best possible intellectual, emotional, physical and social growth 
of each child, it is apparent that a cumulative record of his develop- 
ment in all of these areas will be most helpful in furthering the 
child’s progress. In general. the scope of the cumulative record 
material should include such data as family background, physical 
and mental health history, social and civic competence, academic 
records, general and special aptitude and achievement test records, 
vocational and avocational participation and interests, and other 
personality characteristics. 
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The assistance a cumulative record can give to a teacher depends, 
among other things, upon the selection of items to be recorded 
within each area mentioned above. Especially important are data 
which shed light on the degree to which the child’s school experi- 
ences are satisifying his basic personality needs. 

Four types of basic needs are recognized. First, each individual 
has certain physiological needs which must be satisfied, such as the 
need for an adequate diet and the need for alternate periods of 
activity and rest. ‘The portion of the cumulative record allotted to 
health information should reveal data pertinent to these needs. 
Second, the individual must have a sense of belonging to, and of 
being appreciated by his family, the school and other social groups. 
The degree of satisfaction of this need for warm human relation- 
ships can be indicated in data on the cumulative record in a variety 
of ways. Anecdotal comments concerning the child’s group experi- 
ences and reports of conferences held with him or his parents are 
among the entries which may shed light on his acceptance by others. 
Third, the individual must feel adequate to adjust with a reason- 
able degree of success to the forces which surround him and to the 
demands made upon him. The record of academic success or failure 
and of adequacy in the curricular aspects of the school program 
should reveal how well this need is being satisfied. Fourth, the 
individual must have some goals which seem worth while to him. 
It should be possible to gain some idea of the motivation under- 
lying a child’s living and learning from an over-all synthesis of the 
varied data on the record. Particularly, records of conferences with 
or about the individual child should help to provide data about the 
child’s goals. 

Among all the record content, the section which describes the 
child’s personality should represent one of the school’s most im- 
portant resources for wise guidance. Such data on personality de- 
velopment are most helpful if they are recorded as paragraph sum- 
maries rather than as ratings on a check list. A year by year “picture” 
of the child-in-action reveals his characteristics and needs at suc- 
cessive stages of growth and also provides a cumulative history of 
his personality development over the period of his years in school. 


Longitudinal and Cross Sectional Pictures of the Child 


It is possible to include in the cumulative record a wealth of im- 
portant information about a child and still have the record difficult 
to interpret. The organization of the data should make it easy for 
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the reader to reconstruct a picture of the child at any given develop- 
mental level and to follow the direction of the child’s growth over 
the years. ‘Thus it should be possible by reading across or down the 
folder, as the case may be, to gain a cross section view of the child— 
his academic achievement, his social adjustment, his special in- 
terests, his health status—and the reflection of these things in his 
behavior at home, in the neighborhood and at school. Similarly, by 
reading in the other direction, it should be possible to gain a de- 
velopmental picture of the child both in terms of any single category 
of data, such as his health history, and of his total personality 
growth. 

No record is adequate unless data are arranged to emphasize the 
unitary nature of child growth—the whole child each year, and over 
the years. The kinds of pupil accounting which stress isolated 
aspects of child growth present as meaningless a picture for guidance 
purposes as the unassembled parts of a jigsaw puzzle. They do not 
justify the professional effort involved in keeping records. The quiet 
graves of unused cumulative record files bear eloquent testimony 
to the waste of teacher time and effort on material which carried no 
conviction to teachers as to its value in the teaching process. The 
educational challenge of the record lies in content which shows a 
unified picture of a pupil growing from immaturity to maturity at 
different rates and in different ways. ‘The records that are alive are 
those which help teachers perceive growth trends in the light of 
which each wend ‘an be helped to develop his strengths and to live 
constructively within his limitations. 


Accessibility of the Cumulative Record 


The interpretation of data on the cumulative record is a task for 
trained educators. It calls for a high degree of professional skill. 
Obviously, then, the records should be so located in the school that 
they will be protected from examination by the untrained and the 
curious and yet be readily available to all qualified school personnel. 
Cumulative records should never be accessible to any person other 
than teachers, administrators and other staff personnel. The same 
ethical standards regarding the confidential status of records should 
apply to the cumulative records in the school office as apply to 
records in a doctor’s office, a lawyet’s office or a clergyman’s study. 

Educators should become acquainted with the regulations of 
state departments or local boards of education regarding the use 
of school record material. Whether or not to honor requests from 
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people outside the school for information from the record or for 
examination of a record depends both upon these local and state 
regulations and upon the philosophy of the school. Since the cumu- 
lative record is a confidential and professional resource requiring a 
trained professional reader, it is certainly wiser not to show records 
to those who are untrained in record use. Even though there are no 
two people more interested in a child than his parents, this general 
standard should apply also to parents. While they certainly deserve 
to know the kinds of information about their child which will help 
in their guidance of him at home, these data should be interpreted 
for them by the teacher or the counselor from the record, rather 
than making the record available for the parents’ direct perusal. 
It becomes clear, therefore, that every administrator or guidance 
director should be responsible for developing understanding among 
his staff of the state regulations and of the local standards which 
should be used to determine the kind of material which should or 
should not be recorded, and the personnel to whom it should or 
should not be made available. A manual on records is often de- 
veloped for the staff to help them understand these matters. 


How the Record Should Be Interpreted by Teachers 


Safeguards in Use of the Record 


A thorough understanding of the directions for using the cumu- 
lative records is essential before any attempt is made by teachers to 
contribute to them or to interpret data already available. In one 
school system the manual on records is introduced by clear state- 
ments of philosophy and purpose. The value of various types of 
record information is discussed and suggestions are given for writing 
personality descriptions so they will be constructive and helpful 
for understanding the individual child and assisting him to over- 
come his difficulties and build upon his achievements. The di- 
rections stress the value of suggestions which might be given by one 
teacher to the next for making a sympathetic contact with a partic- 
ular child. The confidential nature of the record is likewise clearly 
discussed in the manual. 

The cumulative impact of the record should not serve to develop 
a fixed attitude toward any child. Records are not designed to cata- 
logue children and if they are thus used they may set up additional 
roadblocks for children rather than help clear away those which are 
now impeding their adjustment. As a child grows he changes. Often 
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what appear to be rather serious personality defects moderate or dis- 
appear as the child matures and as his learning experiences are more 
wisely guided. ‘The picture of a child gained fram the record must, 
therefore, be accepted only for the help it gives teachers in knowing 
how to guide him to grow and change in desirable ways. 

Professional use of the cumulative record, likewise, requires that 
no single type of information, such as scores on general aptitude 
tests, be given undue importance or be used except in relationship 
to all other available data. Since a single item refers to but one 
small aspect of the child’s life, the teacher who uses it in isolation 
is bound to draw false conclusions. 

No matter how excellent a record form appears to be, revisions 
should be made from time to time to meet changing conditions 
and to guard against having the record, or any part of it, outgrow its 
usefulness. ‘l’eachers who are eager to discover how the record may 
be of greater value in child guidance will be alert to give suggestions 
for improvement. 

Most important of all, wise and skilful development and use of 
records require continuous leadership by counselors, supervisors 
and principals in orienting and reorienting teachers to the philoso- 
phy underlying the use of the record, to the data obtainable from 
the various areas on the record, and to techniques for relating items 
from these areas so that the whole picture of an individual will 
emerge. 


Factors To Consider in Making Differential Analyses 


In the field of medicine, the most fruitful understanding of chil- 
dren’s growth problems lies in the ability of the doctor to make 
“differential diagnoses.” The pediatrician observes, for instance, 
that the skin rash is only the outward evidence of the disease, that 
the true causes—which might, for example, be scarlet fever, food 
allergy or poison ivy—must be determined by skill in differentiating 
complete symptom patterns. Only then can proper treatment be 
prescribed. 

While the teacher is not a diagnostician and does not wish to pose 
as one, through intelligent use of the individual record he can 
apply the principle of differential analysis as it relates to his class- 
room. The ability to analyze children’s behavior or achievement 
patterns on a differential basis so that causal factors may be dis- 
covered is guidance of a high order. Low grades, for example, can be 
merely a symptom of trouble—like the skin rash. Whether, in the 
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case of Ruth, the cause fundamentally is low intelligence, a special 
reading disability or an emotional and social problem may make a 
great difference in helping this youngster in the classroom. 

Below are listed some questions frequently raised by teachers in 
their efforts to understand certain children. Under each question 
are indicated some of the factors which should be considered in 
trying to analyze the behavior of a child on a differential basis. In 
reading the suggestions related to each problem area, it is important 
to appreciate that a given behavior may relate to any one of 
a number of causes or to a whole complex of causes. Similarly, 
a given adjustment problem may reveal itself in any one of a wide 
range of behaviors or in an intricate pattern of behavior. The author, 
therefore, warns against oversimplification of the problem of under- 
standing a growing child and of discovering his needs. When used 
with discretion the following suggestions concerning where to look 
in the cumulative record for possible light on certain questions re- 
lating to a child’s development can be useful. These suggestions 
may enable the teacher better to help children build on their 
strengths, overcome or compensate for their weaknesses and grow 
into their fullest power as persons. 


Does the child’s trouble stem from a reading difficulty which 
might be remedied? 


The first grade is the setting for the initial reading experiences. What 
was the child’s response to these experiences as judged by the teacher’s 
evaluations, by the child’s status in his group, and bv his personality 
traits? Were these responses different from those noted in kindergarten 
where the child’s experiences were all of a nonreading nature? 

Did the child score higher on the primary grade picture mental test 
than on the primary grade written mental test? If so, be alert for pos- 
sible reading difficulties. 

Do standardized test scores show marked differences from one area to 
another? For example, if scores in reading are markedly lower than 
those in arithmetic computation and reasoning, be alert for special 
vocabulary and reading disabilities. 

Is achievement in subjects which require the reading mastery of a 
textbook consistently lower than achievement in shop, art, music, phys- 
ical education? If so, search for the possibility of a special talent or a 
reading disability. 

Does the child do better on “performance” tests than on group in- 
telligence tests? 


Have personality patterns developed which hamper achievement 
in person to person situations? 
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Is achievement in school subjects, as indicated by standardized 
achievement tests, higher than one would anticipate from the child’s 
activities in the classroom? If so, observe the child for evidence of pos- 
sible social and emotional maladjustments as an explanation. 

Is the child’s personality such that he might be markedly underrated 
or overrated by others? Studies have indicated that the “conforming” 
child.is often overrated by teachers in academic achievement; the emo- 
tional or social “problem” child is often underrated. Be alert for this 
possibility by comparing all achievement test scores with class marks. 
For example, a bright child who tests well may be underrated by a 
teacher who observes only that his habits of work are poor in daily 
routine activities. 

Is the capacity for academic work, as indicated by scores on general 
aptitude tests, or by the teacher's subjective judgment of a child’s 
capacity, higher than actual achievement as measured by standardized 
achievement tests? If so, analyze the class situation and investigate the 
home training as these affect the child. 

Have the early kindergarten personality characteristics exhibited by 
the child radically changed by the secondary school years from recessive 
to aggressive and bullying tendencies, or the opposite? If so, look for 
the possibility of academic and personality inadequacies. 


Has the child failed to find satisfaction for his needs for success 
and appreciation in the school environment? 


Can you find on the school record evidences that the school has ex- 
plored and utilized his potentialities in nonacademic, practical interests? 

Does he have at least one area of school activity which gives him per- 
sonal appreciation and satisfaction? 

Can you find on the record evidences that he is attempting to get 
success and appreciation along lines not approved by the school? Can 
the school provide situations to encourage approved substitute behavior? 


Do the child’s problems seem to stem from limited intelligence? 


Perhaps no other single item on the cumulative record calls for greater 
care in interpretation and use than scores gained from general aptitude 
tests. Much damage can be done by teachers in the use of data about 
intelligence unless they exercise professional skill in considering such 
points as those in the following list. 


Has the individual an observable “timing” which makes him a slow- 
moving person? If so, only a test with no time limits has a chance of 
indicating his power. 

Are scores for this individual gained from group general aptitude tests 
reasonably consistent from year to year? If they fluctuate widely, arrange 
to have an individual test administered. 

What relationship does the score on the general aptitude test ad- 
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ministered within a given year have to all the other items entered on 
the record for that year? How does the child’s aptitude level compare 
with his reading and vocabulary levels? If these do not support each 
other, search the record for possible causes for the discrepancies. 

Compare scores gained from group general aptitude tests with those 
gained from individual tests. The distractions of the group situation 
hamper certain children from doing their best on group tests. Compare 
the scores on verbal test items with those on nonverbal test items. If 
there are appreciable differences, investigate other aspects of the child’s 
life for possible reasons. 

Is there the possibility that the child who scores at a low aptitude 
level may be slow in maturing but will show future gains? The findings 
of certain studies suggest that dull children continue to show growth 
in intelligence for as long as do normal and bright children. No measure- 
ment of a child’s scholastic aptitude should be accepted with anything 
but wholesome skepticism. A human being is different from a “product.” 
There are aspects of his growth that cannot be measured or predicted. 


Is lack of home training or of satisfaction in the home environ- 
ment a factor in adjustment? 


Does the record indicate that the first adjustment from the home to 
a nonacademic environment such as the kindergarten was a difficult 
one? If so, investigate early home training for possible causes. Does the 
record show that family relationships have changed in any radical way? 
Be alert for possible effects on the child. 

Are there recorded data to indicate that brothers or sisters are much 
more gifted academically? Is there evidence that they get the lion’s share 
of parental approval? Is the child in question gaining his approvals 
along the lines of his own talents? 


Is there evidence in the record of a specialized aptitude or interest 
upon which the school can build? 


Do levels of general aptitude which represent abstract, academic 
capacity differ markedly from scores on special aptitude tests, such as 
musical, clerical and mechanical aptitude tests? Or, do the general 
scholastic aptitude levels differ markedly from the actual classroom 
achievement which might indicate special aptitude in such areas as art, 
typing or shop work? 

What special aptitudes are revealed in the secondary school through 
the pupil’s participation in clubs and in other student activities? Does 


1 F, N. Freeman and C. D. Flory, “Growth in Intellectual Ability as Measured 
by Repeated Tests.” Monographs of the Society for Research in Child Development. 
Washington: National Research Council, 1937. Vol. II, No. 2. p. 69. 

National Society for the Study of Education. “Differential Mental Growth.” 
Adolescence. Part I, Forty-third Yearbook. Chicago: University of Chicago Press, 
1944. p. 166. 
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the record show continuing participation in special interest activities 
over several years? 

What was the child’s reaction toward kindergarten nonreading ex- 
periences, and what may this reaction mean concerning his skill in deal- 
ing with things and people? How does his experience in later years, as 
revealed in the record, give supporting or contradictory evidence? 


Are there evidences of such withdrawals from reality that psy- 
chiatric services or help from a department of child study might be 
needed? 


According to the record do other children consider this child peculiar 
or “different”? 

Have the early kindergarten personality characteristics of quarrel- 
someness, excitability or destructiveness changed to those of shyness 
and fearfulness by secondary school years? If so, the pupil may have 
personality difficulties of a character that might be more serious from 
the viewpoint of mental health than those evidenced by continued ag- 
gressive characteristics. 

Does the record indicate that the child has special trouble in adjust- 
ing at each point of radical change, such as from elementary to junior 
high school or from school to work? 

How persistently does he talk about certain interests and goals? Check 
these expressed desires against his actual school experience for the reality 
of his feelings. 

Is there marked overinterest in reading—perhaps as a retreat from 
social contacts or from the realistic demands of living? 

Has he changed markedly during the past years in the direction of 
unhappiness, solitariness, inefficiency, prolonged absences for indefin- 
able reasons, or truancy? 

Does he appear to be an overconscientious “grind”? Is he apparently 
achieving on a markedly higher level than his general scholastic aptitude 
would appear to warrant? If so, be alert for possible personality changes 
as work becomes more difficult and competition keener. 

Does he try to escape from the school or class situation through 
offering hazy and indefinite complaints of physical illness? Is there a 
history of excessive absence from school on an illness basis, despite 
records of good physical health? 


What is the general direction of the child’s growth as a unitary 
organism? 

Does the record indicate that his effective power as a human being 
is on the upgrade over the years? 

On the downgrade over the years? 

Trying to understand the causes which lie behind the behavior 
of a child is essential for his guidance. The first steps in such an 
analysis generally may be taken by his classroom teacher. 
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How Teachers Can Be Helped To Contribute 
Effectively to the Cumulative Record 


‘Teachers are people. The quality of the personal relationship 
between teacher and pupil is as much a subjective matter of “feel- 
ing” as any other personal relationship. In addition, the teacher is 
an adult, trying with adult eyes to see clearly a growing child who 
is certainly not a “little adult.” ‘The teacher is trying to observe with 
this perspective in a relationship essentially friendly, but still associ- 
ated with ultimate authority, and with the necessity for teaching 
subject matter. Further, this relationship takes place within a domi- 
nantly academic environment, which does not interest or appeal 
equally to all children, and in which children can never be equally 
secure by reason of their differing accomplishments along academic 
lines. It is for these reasons that it must be kept in mind that pupils 
who enjoy academic work will appear to their best advantage in the 
scholastic situation. The pupils who are unhappy in academic work 
may be misjudged or underestimated more frequently when the 
teacher-pupil relationship is restricted chiefly to academic situations. 
Teachers need to be aware of these limiting factors in their relation- 
ships with pupils, so that the recording and interpreting of person- 
ality comments can be done with full understanding. 

‘Teachers come closest to knowing pupils as they really are during 
those moments that are most “natural’”—in a friendly conference, 
for instance, when each is really himself as a person first, and a 
teacher or pupil second. 

The factors which limit the teacher-pupil relationship are not so 
evident in the pupil-pupil relationship. Here the teacher, a profes- 
sionally trained person, has a peculiarly excellent opportunity to 
observe with reasonable objectivity a pupil’s personal characteristics 
in concrete situafions involving many other personalities of the 
same level of development and somewhat the same interests. Un- 
hampered by great differences in age or experience or authority, 
pupils seem most nearly “themselves” with other pupils. Probably 
the most accurate judgment of the lines of direction in growth from 
immaturity to maturity can be obtained from observation of what 
a pupil says and does, and how he acts and reacts to other children 
of his age. Further, the opportunity to observe the individual 
pupil’s personal relationships with another pupil and the opportu- 
nity to observe his relationships with groups of children are many 
and varied. Entries on the cumulative record of significant observa- 
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tions of this kind enhance the value of the record for making ap- 
propriate curriculum adaptations for the child in question. 


When and Where To Observe—A List of Suggestions 


Behavior should be evaluated in terms of the forces which moti- 
vate it. It must be considered as the means used by an individual to 
accomplish his purposes. ‘hese purposes develop from a definite 
background of experiences, environmental influences, personality 
needs, and immediate and remote goals. One must realize that the 
individual is responding not only to the stimulus apparent in the 
immediate situation, but to a complex set of stimuli which are 
meaningfu) to him. 

To analyze and evaluate behavior in a valid manner presupposes 
skill and accuracy in observing it. It is important to observe pupils 
in both nonacademic and academic situations for their characteris- 
tic personality qualities. ‘The monacademic situations (a play re- 
hearsal, or a homeroom meeting, or the advertising and selling of 
the school paper) are probably more revealing of a pupil’s person- 
ality make-up than are strictly academic situations. 

Listen and look at pupils when they are alone; when they are in 
a group situation; when they are busy, or at leisure. Observe the 
child’s reactions at the points at which academic tasks become 
difficult, or teacher supervision is lessened. Such observations may 
provide significant information about a child and valuable back- 
ground for discussions with parents and with the pupil himself. 

Large areas of activity and experience form the matrix within 
which growth toward maturity takes place. Some of these areas are 
noted below. They overlap, of course; the terms used to identify 
them possess no magic, for they could be expressed or reorganized 
in other ways. They are indicated in this chapter only to serve as 
points of departure in a teacher’s thinking about a child, and as 
areas in which observation of a pupil may reveal trends of direction 
in his growth. Illustrations of the kinds of general observations 
which might be made of certain children are noted below each area. 


Adjustment to Informal Social Groups (such as his family, 
his “gang,” his neighborhood, his circle of school friends) 


Mingles freely with others Enjoys companionship of both 
Is fair in judging the work and Sexes 

play of others Gets along nicely with other chil- 
Is helpful to the group; shares dren at home 


willingly Seeks only his share of attention 








162 GUIDANCE IN THE CURRICULUM 


Enjoys leadership 
Is cooperative 


Is a willing follower when the oc- 
casion demands. 


Adjustment to Formal, Organized Groups (such as his class, 
his school, student government and other organized groups where 
authority and conformity to group standards are involved) 


Is loyal to school and class 

Tries “to makes things go” 

Suggests ways and means of im- 
proving things 

Shows good sportsmanship 

Works for the good of the team 
Has respect for constituted au- 
thority 

Takes care of group possessions 


Usually is agreeable 

Feels himself a part of the school 

Lends himself to suggestion 

Sees things to do 

Enjoys formal leadership 

Raises tone of group standards 
and activity 

Practices democratic ways of 
living. 


Behavior Patterns in Work, in Play, in Leisure 


Is sensibly conscientious about 
work 

Shares honors 

A self-starter 

Meets difficulties with courage 
and control 

Sustains effort and attention a 
reasonable length of time 

Works when he works, plays 
when he plays 


Exercises reasonable self-control 

Completes reasonable tasks 

Enjoys routine or creative level of 
activity in work, play, leisure 

Makes his plans and carries them 
through 

Busies himself constructively in 
free time 

Stands up for himself. 


Values and Interests (includes the practical, the nonacademic 


and the out of school areas) 


Likes to work with tools 

Enjoys music, literature 
aesthetic ) 

Athletically inclined 

Willing to give some service with- 
out pay 

Some appreciation of different 
values 

Enjoys company—loves people 


(the 


Enjoys dramatization 

An inquisitive, pioneering interest 
in many fields 

Enjoys exercising authority 

Has dominant interest in people 

Can be counted on; stands for cer- 
tain positive things 

Enjoys material possessions 

Has found some definite purpose. 


Self-Understanding and Self-Management 


Feels sure of himself 

Is sensitive to own personal needs 
Has a sense of humor 

Feels personal pride 


Appears self-reliant 
Has some insight into his capaci- 
ties and limitations 


Takes care of own possessions 





) 
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Accepts friendly criticism con- Budgets time well 


structively Has confidence and courage and 
Faces real problems with active self-respect 
attitude Seems happy and full of purpose. 


What To Observe and Record—A List of Suggestions 


Pupil growth toward maturity takes place in different areas. To 
observe and record such growth on the cumulative record can be 
very helpful. 

Some Developmental Guideposts Toward Academic Aptitude 
and Achievement: Habits of study and work, which depend upon 
direct training, emotional attitudes, experience, and physical and 
nervous stability have much to do with the transmutation of aca- 
demic aptitude into solid academic achievement. These habits vary 
with different children at different growth levels. There is no “grade 
standard” or standard of any kind against which the child’s habits 
of work or study can be judged at any one time. The direction and 
tate of development and progress are the important things. They 
should be toward maturity. Indications of trends can be gained 
from observations recorded in such phrases as these: 


Attends to his tasks, completes a reasonable number of his tasks, at- 
tentive, persistent, independent; completes jobs within his capacity, 
orderly, prompt, purposeful, independent; span of attention equal to 
that of most other children of his age, uses time well, orderly methods, 
persistent in the face of difficult work; self-directive, sustained interest 
and effort, independent; businesslike methods, mastery of home study 
problems, budgets time well, has techniques of preview and review, 
orderly, accurate, persistent; good reading techniques; plans well; posses- 
ses initiative in organization; understands use of library and reference 
material. 


Some Developmental Guideposts in Health and Physical 
Growth: ‘The positive, constructive aspects of growth need attention 
as well as the negative aspects which too frequently are the major 
emphasis of school medical records. It is far more important to help 
pupils grow toward full physical health and power than merely to 
keep check lists of diseases and defects. As a matter of fact, in a 
democratic society the cumulative record emphasis on health should 
have more to do with functioning levels of physical well-being than 
the usual medical examination reveals. 

In his elementary school life, the matters of left-handedness, 
motor coordination and eye fusion have much to do with a child’s 
early adjustment to other children and to reading and writing. 
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Throughout all the elementary school years when fundamental 
skills are being taught, a child’s sporadic absences due to physical 
frailty or to frequent feelings of illness have a close correlation 
with his level of learning and with his general attitude toward the 
school. Later on, mastery of such physical recreational skills as 
basketball, golfing, bowling, tennis, ping pong and baseball is im- 
portant since these skills contribute to positive enjoyment of physi- 
cal well-being in adult life. 

The health part of a cumulative record should bring into promi- 
nence physical growth trends and reveal those health problems, 
assets or defects which are important enough in a child’s adjust- 
ment to warrant definitely recommended school procedures. The 
record should guide the teacher and the school in determining what 
they can do to make physical well-being a source of energy, endur- 
ance and happiness for a given child. 

Where services of a school physician are available the medical 
department record can contribute additional health data. 


Some Developmental Guideposts in Group Living and Civic 
Experience: Participation and achievement in organized civic 
groups in the public school such as homerooms, clubs, student gov- 
ernment and service organizations constitute training for activities 
in adult community life. ‘They encourage later participation in such 
groups as civic associations, boards of education, welfare commit- 
tees, service organizations, women’s clubs and town or city govern- 
ing committees. 

There is no single standard for age or grade against which a school 
pupil should be judged in regard to his adequacy in organized group 
situations. The direction of his growth and the progress he is making 
are the important factors. Do these point toward immaturity and 
dependence, and the habit of “leaning on others,” or to maturity 
and independence? Some indications can be found in comments 
like the following: 


Takes some care of group possessions; is quarrelsome, cooperative, like- 
able, excitable, shy, sensitive when with other children in the group 
situation; sees things to do for other children; group relations friendly; 
seems isolated and rejected; knows difference between self-interest and 
group interest; accepts reasonable authority; takes part in group activi- 
ties; willing to sacrifice own interest at times for group interest; gives 
some service to group without “pay”; group relations with others tactful, 
friendly, influential; makes reasonable personal sacrifices for group good; 
accepts and raises group standards; accepts inner as well as outer au- 
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thorities; relations with group tactful; already taking active part in 
community activities of civic or religious nature. 


Some Developmental Guideposts in Avocational and Vocational 
Adequacy: On the elementary level, interests and hobbies have 
been springboards to enrichment of experience and growth of per- 
sonality. With adolescence, however, tryout of new interests and 
hobbies, and the maturing of those previously enjoyed, bring the 
additional promise of life hobbies or of life careers. It is important, 
as an adolescent grows into maturity, for teachers to recognize the 
hobby or career possibilities of the young person’s talents. Develop- 
ing as they often do from the experiences of the classroom, these 
talents, noted each year in the records, can give some hint of the 
presence of vocational aptitudes along cither routine or creative 
lines, and of the levels of skill and training to which pupils may 
reasonably aspire. 


From such knowledge about their talents, interests and hobbies, 
pupils at the high school level may be helped to set up worth-while 
educational and vocational goals. While these may change in direc- 
tion and emphasis each year as interests shift or achievements 
change, they are nevertheless important in channeling the efforts 
of boys and girls. Before completion of high school the interests 
of some pupils may actually be used as marketable skills. Such paid 
work as operating motion-picture projectors, training pigeons, or 
developing photographic film and making enlargements may be, 
for some, the entering steps into their first job. 


Some Developmental Guideposts Toward Personality Ade- 
quacy: Certain “lines of direction” in growing up are significant 
indicators of progress toward maturity. These may be expressed as 
general characteristics, or in simple terms of behavior in concrete 
situations. Any generalization (about “responsibility,” for instance) 
arises out of many experiences and incidents which have occurred in 
and out of the classroom. The teacher who deliberately turns his 
attention away from the use of abstractions in describing a child, 
toward the actual observation of a child’s behavior in many aca- 
demic and nonacademic situations, will gain a much clearer under- 
standing of the child’s needs. Following are some questions which 
need to be answered to gain information about a child’s personal 
adequacy. Some of the generalized observations which might apply 
to certain children are phrased below each question. 
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What kind of person is this child, and what is he like at this stage 
of growing up? 

What does he like to do, and what does he do? (interests and activi- 
ties ) 

For instance: He reads much of the time; engages in much physical 
activity; likes to be constantly with people; likes to be “on the go”; wants 
to be the center of excitement or create excitement if it is lacking; spends 
much of his time working on his hobby. 


Is he interested in doing and able to do the things that other children 
of his age do? (maturity) 

For instance: He plays with younger children; prefers the company 
of adults; spends his time with children his own age but usually of the 
opposite sex; lacks coordination of muscles essential for participation in 
the physical games which are usually enjoyed by children of his age. 


What would he like to succeed in and what has he succeeded in? 
(his values, goals and achievements ) 

For instance: Wants material things; seems to need much personal 
attention and affection; social success is important to him; strives almost 
too hard for high grades; craves constant praise; doesn’t say what he 
wants, but his behavior indicates some acute need. 


How does he react to difficulties or frustrations? (emotional stability ) 

For instance: He often side-steps his responsibilities for the group; he 
tends to withdraw into himself; he is frequently critical of others; he 
often refuses to recognize his problems; he blames himself for his weak- 
nesses but seems to lack the persistence needed to improve; he offers in 
a pleasant manner some constructive solution; he is usually on the “off 
side” of an argument or classroom discussion; he accedes to the letter 
as well as the spirit of the law. 


How comfortable does he appear with people of his own age; with 
adults? (security and sense of belonging) 

For instance: Is apologetic in manner; flushes and pales easily; ap- 
pears muscularly tense; often moves around in a disturbing manner; 
tarely meets directly another’s gaze; appears anxious; often seems to 
expect to be blamed ox scolded; nervous; overeager to please adults. 


Does he think other children feel he is peculiar or different, and do 
other children really think he is “different”? (the need for alikeness) 

For instance: He says the other children don’t like him; children say 
he does and says queer things; children seem to resent what he does 
and says; children consider him “tops.” 


What does he say he does; and what does he do? (sense of reality) 


For instance: He accepts verbal responsibility and stops there; his 
words match his deeds; his ideas do not conform to his actions; he 





ge 
ivi- 


cal 
nts 


ids 


ren 


ny 


‘he 


ge. 
in? 


1al 
ost 
he 


y) 
11S 


he 





THE CUMULATIVE RECORD AS A TOOL 167 


imagines and daydreams excessively; if he says he will do something it 
will be done; his reports of incidents are accurate; he is overprecise and 
overconscientious to the point of being hampered by ideals of perfection. 


How satisfied is he to rely upon himself in work and play? (inde- 
pendence, initiative, resourcefulness, creativity ) 

For instance: He usually wants to make new rules for the game or 
make up a new game; he prefers routine, mechanical tasks; he usually 
wants to be told precisely what to do; he enjoys working out his own 
methods of attacking a school problem; he is a pioneer; he is creative and 
original; he likes to go ahead under his own steam; he has an abundance 
of initiative. 

What is his characteristic pattern of activity in work, play and leisure? 

For instance: He is slow but sure; fast and accurate; has to waste just 
so much time before he settles down to work; deliberate to the point of 
exasperation; quick when he wants to be; usually behind in his school 
work; only slow when it ultimately works to his advantage; restless; can’t 
sit still; his interest is sincere and sustained; works in spurts; must be 
on the go; goes to pieces under high pressure; works constructively under 
supervision; destructive when unsupervised. 


How has he changed during this year? (With reference to one or more 
of the areas listed above—his interests, goals, security, and work habits? ) 

For instance: From a happy child, he has become nervous and un- 
happy; he shows considerable progress in adjusting satisfactorily to new 
situations; he is losing ground in subject mastery and in friendships of 
a desirable nature; his general direction of growth appears to have 
altered but we are at present unable to judge how; he seems now to 
have found a purpose and a goal to tie to; for the first time, he appears 
to care what happens to him. 


How To Record Observations—Suggestions and Examples 


How best to record and evaluate the many observations of pupils’ 
behavior in school situations is a difficult problem indeed. There 
are several techniques constituting partial answers, but none is fully 
adequate. The wisest procedure at present seems to be to use each 
technique in a place where its special contribution can be made 
use of without adopting also its special limitations. 

The “written anecdote,” relating briefly and without interpreta- 
tion a pupil’s actual behavior in a certain situation, can be used to 
a limited extent to increase the objectivity of the personal com- 
ments. To collect hundreds of anecdotes as the sole cumulative 
record material on personality seems far too burdensome for any 
advantages gained in increased objectivity. The wisest and most 
useful procedure now appears to be that of using the anecdote as 
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a supplementary technique for assembling materials from class- 
room teachers, special teachers, sponsors of extracurricular activity, 


and homeroom teachers. 


The more generalized yearly “personal summary,’ 


, 


written for 


the cumulative record by the classroom teacher on the elementary 
school level and by the homeroom teacher or adviser on the sec- 
ondary school level, has made and can continue to make a special 
contribution of its own. Actually the general summary represents 
a synthesis of anecdotes sent to a child’s teacher by other staff 
members and the remembered but unwritten incidents or an- 
ecdotes experienced at firsthand by the teacher himself. 


Some Examples of Recorded Observations Made by Various 


Teachers in the School: 


“Applied for a special scholarship 
of local origin. Found that need- 
ier next-door neighbor had ap- 
plied also. Withdrew his applica- 
tion, stating that a needier and 
equally worthy friend had ap- 
plied. (Who can subsidize this 
boy? He’s worth it. Probably will 
never push himself into limelight, 
but he should be there.)” 


“At club meeting when a fund 
for Xmas basket fell short of de- 
sired amount, he offered the bal- 
ance from his allowance. (Char- 
acteristic of him.)” 

“Voted against trying to raise 
money by means of a movie. Was 
outvoted. Personally pulled affair 
to success by selling ninety-five 
tickets himself.” 

“Found out that nominees for 
' Student Council offices were in- 
vesting fathers’ gifts in commer- 


cial advertising in school. Asked 
student council discussion of 
problem, and possible investiga- 
tion of campaign expenses.” 
“Coach considered him excellent 
football material. Urged a tryout 
for Senior Squad. Boy accepted. 
Mother phoned and said she felt 
boy’s condition wasn’t equal to it. 
Doctor O.K.’d physical condition. 
Mother still objected. Boy gave 
up tryout.” 

“Has carried a cripple’s books 
from class to class for a year. The 
cripple was no special friend of his 
at the beginning and is not now. 
When asked if he would like to 
give the job to someone else, said, 
‘If someone else wants to help, 
O.K. If not, I'll do it. That guy’s 
got a lot to fight against that I 
haven’t.’” 


Some Examples of Summary Comments on “Personality De- 
velopment” as Entered on the Permanent Record by the Teacher 
Who Summarizes and Synthesizes All Material Covering a Year 


for the Pupil Under His Charge: 


“Takes part with zest in nonaca- 
demic activities. Has a practical, 


Most 
in bookwork. 


business hardheadedness. 
uncomfortable 
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Apologetic and nervous in class. 
Has put school newspaper on a 
paving basis. Likes to be with peo- 
ple. Hates to read. Worried about 
being the doctor his family wants 
him to be. Has become more ner- 
vous this year.” 


“Very dependent on group opin- 
ion. ‘Cries with the wolves.’ 
Waits to discover majority opin- 
ion before he expresses his own: 
Too anxious for approval of eld- 
ers. Artistic, dramatic talents. Un- 
comfortable with boys. Loves ac- 
claim of girls and gets it often. 
Avoids hard work. A ‘dressy’ boy. 
Wants special consideration to an 
unusual degree. Sensitive.” 


“Frank, objective, likeable person. 
At ease with all kinds of children. 
Knows what he wants and tries 
to achieve it. Not too good in 
academic lines, but is a practical 
go-getter. Successful in organiza- 
tion and selling. A man’s man. 
You can depend upon him to 
stand for the things that really 
count. I find myself looking for 
his reaction as a check upon my 


” 


own. 

“The majority opinion is always a 
source of dispute. A noncon- 
former, against the government 
no matter what it is, yet will work 


under pressure. Scholastically 
brilliant; respected but not liked 
by other students. An omnivorous 
reader. Watch for possible pio- 
neering slants that may have 
great promise.” 

“Poor coordination in physical 
games. Always wins in mental 
contests. Apt to underestimate the 
value of things he does not do 
well in. Says he doesn’t care about 
gitls’ opinions, but I feel that the 
respect of girls is needed to en- 
courage his maturing. Is too 
much of an idealist for his own 
good.” 


“Both an idealist and a realist. 
Has support of both progressive 
and conservative student opin- 
ions. Is trusted by all, balanced, 
likeable, but never caters to sheer 
opinion. Best kind of constructive 
leader. Hates academic activi- 
ties.” 

“Unusual ability to influence peo- 
ple. Happy-go-lucky; at ease with 
all; pleasant company. Doesn’t 
want too much from life, but 
doesn’t expect to work too hard 
for the little he asks. Has his feet 
on the ground. Fatherly attitude. 
Loves outdoor life. A born sports- 
man. A conciliator of opposing 
opinions. Keeps social affairs go- 
ing without heat or friction.” 


The Importance of Constructive and Positive Recording 


It is possible to say things in two different ways. One way em- 
phasizes the positive aspects of child growth. ‘The other way empha- 
sizes the negative aspects. On the whole, for the purpose of guiding 
growing children toward higher levels of maturity, the positive type 
of comment should predominate. Thus we may build toward the 
future by emphasis upon what the child can do, rather than upon 
what he cannot do. The facing of personal limitations and failures 
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along specific lines is essential, but it serves an individual best when 
it occurs against a background of recognized personal strengths. 
For example, we can record, “Dick thinks he can always be a winner. 
He is a poor sport when he loses.” Or we can say, “Dick is usually 
highly successful in games as well as in academic work. He needs 
help, however, in learning how to accept his occasional defeats with 
good sportsmanship.” 


The Importance of Dating and Signing Entries 


Dating an entry adds to its significance since it can then be in- 
terpreted with all of the other data referring to a particular stage 
of growth. Lack of respect for other people’s property is, for in- 
stance, a very different matter at the first than at the twelfth grade 
level. If the reader of the record cannot tell just when a child re- 
vealed a given type of behavior, he will likely be at a loss to inter- 
pret it. 

Signing entries indicates a willingness to accept responsibility 
for the data. It also enhances the significance of the data since it 
indicates the area of school activity concerned. For instance, the 
entry may mean different things if recorded by the supervisor of 
the cafeteria, the department head, the club sponsor, or the dean 
of boys. Moreover, since teachers differ from each other just as chil- 
dren do, the reader of a signed entry is helped to interpret the data 
in light of his knowledge of the person who made the observation. 


How To Encourage Teachers To Contribute to 
the Record by Use of the “Flow Sheet” 


There are moments, as noted earlier in this chapter, on the play- 
ground, in the library, in club meetings, in performances, in class- 
rooms, shops or art rooms, when the child’s behavior reveals a 
great deal about him—his characteristics, his talents and aptitudes. 
Such incidents, especially when they are observed frequently 
enough to show they are typical of the individual, can be of vital 
importance to the teacher who makes the final personality sum- 
mary for the cumulative record. 

Since they occur day by day, and in many places, and since they 
are observed by various teachers, the need is for some way for busy 
teachers to record these observations swiftly and briefly, and for 
some way to route the information so that it reaches the person 
who records the summary on the record. 

The accompanying “Source Material Sheet for Cumulative 
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Growth Records” is one suggested way to accomplish this pooling 
of information about a given pupil. An individual staff member 
can select the portions of the sheet which apply to the observation 
or experience he wants to make a matter of record. By simply check- 
ing the level or nature of talents and aptitudes in the appropriate 
columns, or by jotting down a sentence or two about an incident 
under the space for anecdotes; by checking the personal qualities 
in the appropriate column, or by indicating the type of job and 
nature of the pupil’s contribution, or the nature of the pupil’s re- 
lationships with other group members, the staff member can con- 
tribute to the picture of the individual. These recordings may be 
filed immediately in guidance packets, to be used later as source 
material for synthesis and recording. 

Any one of these recorded observations or experiences may prove 
helpful. But the cumulative effect of many such recordings from 
various sources in the school can vitalize the developmental picture 
of the child and make dynamic and meaningful the direction of 
his growth. 

How to centralize and record material from numerous individual 
flow sheets, and what staff member should be responsible are ques- 
tions which must obviously be answered by individual schools on 
the basis of their varying personnel and organization. 


This chapter has attempted to give teachers some practical guide- 
lines for knowing what information an adequate record should 
include, how the data might be interpreted to discover factors which 
relate to some of the adjustment problems children face, and how 
to avoid the pitfalls which teachers might encounter as they try 
to gain from the record a valid picture of a growing child. The 
chapter also suggests the areas of a child’s life which are significant 
for understanding his growth, the types of observations which 
teachers can make of children, and the way these observations 
can best be recorded. 

Whether or not the cumulative record is a valuable tool for guid- 
ance depends primarily upon the teachers who use it and who con- 
tribute to it. Unless teachers understand the nature of child growth 
and are willing to work to become skilful in studying human be- 
havior and in recording in a constructive manner what they observe, 
the record is of little value and may be of definite harm. Unless 
teachers study to become more competent in analyzing the record 
data on a differential basis, the results, likewise, may injure some 
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children rather than help them. It is important to remember that 
children are constantly growing and changing. ‘here is no single 
rule of thumb by which to understand or educate them. Behavior 
means different things at different age levels, and recorded com- 
ments, though beautifully apt at a certain time, may or may not 
be important in the picture of the child several years later. 

The cumulative record as a tool in guidance should therefore 
be used with the wisdom, discretion and understanding which 
characterize teachers with professional experience and maturity. 








CHAPTER IX 


Parents as Partners 


MONG the major resources available to teachers in guiding 
children are their parents. In fact, parents are perhaps the 
most valuable resource which teachers have, if they know how to 
work with the parents as partners. Parents and teachers are the 
principal guides of children, and only by working together can 
either hope to accomplish their objectives. It is essential that there 
be mutual understanding and cooperation between the school and 
the home, if the needs of each child are to be met. 

No good school curriculum or guidance program can satisfactorily 
accomplish its purposes unless a two-way avenue of communication 
between schools and homes is kept open and in fairly constant 
operation. The school cannot understand the individual pupil and 
his needs unless it has some knowledge and understanding of the 
home and family from which he comes. Similarly, the parents can- 
not fully understand their child unless they know something about 
the experiences he is having under school auspices. In fact, the 
major objectives of the school’s curriculum are likely to fail of ac- 
complishment if parents do not understand and accept these aims. 
Such understanding and acceptance may well involve parent partici- 
pation in determining what the curriculum and its objectives are 
to be. Certainly the school should seek cooperation and support 
from parents in establishing its major goals and objectives and 
should constantly interpret its program—both as to content and to 
methods—to parents and other citizens of the community. 

A mother was having her first experience in a child development 
and guidance workshop in which parents and teachers were work- 
ing together. She wrote in her notebook: 


I have just reached the conclusion, after five days devoted to studying 
problems in child guidance, that teachers are “people”—nice, warm, 
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friendly people. They are as deeply concerned as parents that all chil- 
dren, everywhere, have the very best chance possible to grow to the limit 
of their capabilities and to learn to adjust themselves to their environ- 
ment. It was a truly revealing experience for me to get a glimpse through 
the invisible wall that unfortunately often exists in parent-teacher rela- 
tionships. I had not realized that teachers are frequently as bewildered 
as fathers and mothers and are anxious to do everything in their power 
to cooperate with parents to develop the best potentialities of children. 


This statement was written by a farm mother. In the workshop 
she attended there were ten people from rural one-room schools 
and twenty from city school systems.’ Some were classroom teachers 
and some were parents; all were working together for deeper un- 
derstanding of their children. This is typical of the new day in 
which the family and the school have at last discovered their inter- 
dependence. The invisible wall that the mother referred to in her 
notebook has in the past separated parents from teachers in many 
communities. T'raditionally, the school was here, and the home was 
there and “never the twain shall meet” was the accepted order of 
the day. Fortunately, that wall is gradually being broken down. In 
fact, there is perhaps no area of education in which there has been 
greater progress during the past quarter-century than in developing 
and improving school-home relations. In all up-to-date communi- 
ties throughout the country, schools and homes are learning to co- 
operate in many and varied programs. 


Guidance Is Continuous 


Guidance is a process which begins at birth and continues until 
death. Parents are the major guides of children. The first and fore- 
most influences in a child’s life are his mother and father. Their 
guidance begins at the birth of the child and continues until he 
reaches adulthood. ‘Teachers are second only to parents as guides 
of children, but the individual teacher comes and goes, while fathers 
and mothers remain a constant influeuce in the lives of their 
children. 

As a matter of fact, all guidance is of one piece, so to speak, form- 
ing a circle of guidance made up of segments which are periods of 
life—preschool, elementary school, high school, college and adult 
years. We cannot guide the preschool and elementary school child 

1This workshop was part of the Illinois Child Development and Guidance 
Project, jointly sponsored by the Illinois ASCD and the University of Chicago, 


described by Ethel Kawin. “A Cooperative Approach to Child Study.” Educational 
Leadership 7:563-67; May 1950. 
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unless we have sufficient understanding of the adolescent and adult 
years to be able to evaluate the experience of these earlier periods 
in terms of their possible effects on the later ones. Nor can we guide 
an adolescent or adult wisely without some understanding of his 
earlier experiences and their significance in relation to his present 
patterns of personality and behavior. For practical reasons, most 
of us have to specialize, working at least at any specific time pri- 
marily with one or another age level. But to work wisely and effec- 
tively, one must always see any one age period against the back- 
ground of the total circle into which it must be integrated and of 
which it is only a segmen*. 

In fact, we should go heyond this static concept of a circle, to a 
dynamic concept of continuous cycles. Here is a child growing up. 
One cannot work with or guide this young chilé without also work- 
ing with the adults—especially parents and teachers—responsible 
for his upbringing. To a great extent, his personality and behavior 
are responses to situations which these adults create for him. They, 
in turn, are dealing with him in ways largely determined by their 
experiences in their own early childhood. What they do now to 
this young child will affect what he will do with children when he 
eventually becomes an adult and in his turn creates the next genera- 
tion. So is established an endless cycle—a dynamic, continuous 
process through which guidance runs like an endless chain. 


Importance of Early Years 


The first five years are, in many ways, the most important in any 
life. Foundations of personality and behavior are laid during this 
preschool period. The personalities of his parents and the environ- 
ment which they create for him are major factors in determining 
what the child is and what he is likely to become. The family has 
already determined, therefore, the kind of child who will come to 
school. The school must accept the child sent to it by the home 
and do the best it can for him. But the home influences, whether 
good or bad, are the strongest and probably the most enduring that 
any boy or girl will ever have. In order to understand a pupil, each 
successive teacher must certainly have some knowledge and under- 
standing of his home and family background. 

Parents are, therefore, indispensable resource persons for the 
school, both because of the strong determining influence they exert 
during the child’s early years and because of their continuing in- 
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fluence in that major part of the child’s life which is spent outside 
of school all during the school years. Without an exchange of in- 
formation with the parents and their understanding and coopera- 
tion, teachers are not likely to be able to accomplish best results in 
the education of children. 


To help in accomplishing these major purposes, the school should 
extend its guidance services downward to the preschool years. This 
may be done in a variety of ways. Some schools have parent study- 
discussion groups in which teachers or other members of the school 
staff serve as leaders or resource persons to help parents study and 
understand young children and the importance of these earliest 
years. The kindergarten teacher may play a major role in such study- 
discussion groups. Schools might extend the service of guidance spe- 
cialists to parents of children who will later become pupils. Most 
young parents are eager for guidance. Many, if not most, of the 
problems with which kindergarten and first grade teachers struggle 
when children enter school might have been avoided if parents had 
been given help in guiding their children during infancy and the 
preschool years. 


Teacher-Parent Conferences 


In a school which has a sound guidance program, provision is 
made for a friendly conference between the teacher and the parents 
of each child who is entering school for the first time. As soon as 
the teacher has had a chance to become acquainted with the new 
pupil, a friendly interview with the mother, or preferably both of 
his parents, makes a good first step in trying to know and under- 
stand the child and in furnishing data with which to start the 
pupil’s individual cumulative record. Such an interview is very im- 
portant in initiating a friendly, cooperative relationship between 
the school and the home—a relationship which, it is to be hoped, 
will continue throughout the child’s school years. Traditionally, a 
parent came to school only upon request, and usually when a child 
presented a learning or a behavior problem. This arrangement put 
both parent and teacher on the defensive and everyone concerned 
got off to a bad start. When a friendly contact between parent and 
teacher has been made before there are any signs of difficulty, 
tension is less likely to arise in those cases in which the teacher later 
must make an approach to the parent regarding specific problems 
which have arisen in the child’s school progress or adjustment. 
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This initial conference gives the teacher a background for helping 
the child make his first important adjustments to the school. The 
young child’s teacher should be familiar with his developmental 
history; he should know whether the child’s development has been 
“normal” or whether it has been unusual in any way. Slowness 
in walking or talking may or may not be of special significance in 
knowing what to expect of a child, but in any event it is information 
which the school should have. It is equally important to know 
whether the child has seemed to be precocious in his early develop- 
ment. Knowledge of a child’s physical history will help a teacher 
to maintain and protect the youngster’s health. Serious diseases of 
early childhood may have affected the child in ways which it will 
be helpful to have the school understand. 

The conference will help the teacher to get a picture of the fam- 
ily background, to know what kind of parents, sisters and brothers 
the youngster may have. For example, the child who has been 
deprived of either his mother or his father during infancy or the 
eatly years may come to school with feelings of insecurity which the 
understanding teacher can help to alleviate. A child’s position in 
the family may be an important factor in helping the teacher under- 
stand his school behavior. Research has indicated that oldest, 
youngest, and “only” children, and even a “middle child” in the 
family may tend to react in certain ways that appear to be caused 
by his particular place in the family constellation. 

The parent’s report of the child’s progress in mental develop- 
ment and in habit training, the range of his previous social experi- 
ence and his reactions to other children, and his play activities, in- 
cluding those related to radio and movie programs, will ali help 
the teacher in understanding the child’s school behavior and in 
making the child’s transition from home to school easier and more 
comfortable. For example, many children come to school with very 
little previous play experience with other children, and the under- 
standing teacher who knows this will arrange the environment to 
help them play first with one or two other children, and gradually 
to extend this experience as each child becomes ready to participate 
in larger groupings. 

The understanding teacher and the alert parent will want to ex- 
change information regarding any behavior problems which the 
child may present at home and in school. One of the greatest values 
of this initial teacher-parent conference is that both parents and 
teachers have an opportunity to learn whether the child tends to 
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behave quite differently at home from the way he behaves in school, 
or vice versa. This is mutually helpful to the teacher and the parent 
in their efforts to find causes of the behavior trends which they seek 
to modify. Each may be helpful to the other in developing more ap- 
propriate ways of guiding the child so that the desired changes in 
behavior may be effected. 

From its beginnings in this routine teacher-parent conference de- 
signed to establish a friendly relationship between parents and 
teachers when the child enters school, the teacher-parent conference 
has developed to serve other very important purposes. From having 
been almost unknown as a routine part of the school program two 
decades ago, the teacher-parent conference has now reached a place 
of great importance. Concrete evidence of this is found in an article 
published in the autumn of 1950 in Life magazine. The article was 
entitled “How Good Is Your School?” and listed 63 items which 
could be checked “Yes” or “No” by parents who wished to evaluate 
the schools which their children attend. The third and fourth items 
in this list were: “(3) ‘Teacher-parent conferences are arranged for 
a majority of the pupils; (4) There are at least two teacher-parent 
conferences per year for every child.” According to this test of a 
“good school,” the answer to both of these items should be “Yes.” 

The specific purposes of these individual conferences vary. 
Teacher and parent at any grade level may meet just to get ac- 
quainted and to establish a friendly foundation for further school- 
home relationships; or at any grade level the teacher may want to 
get a developmental history and gain some knowledge of the pupil’s 
home background that will help the teacher better understand him. 
Probably, teacher-parent conferences are most commonly held to- 
day as one method of reporting a pupil’s progress to his parents. 
And, of course, there are still many instances in which a teacher 
asks a parent to come to school because there is a problem for 
which a pupil needs the help of both school and home. 

How common is the regular conference in which a teacher talks 
with the parents of every pupil in the class? No dependable figures 
are available. It is doubtful whether many schools achieve the 
standard set up by the magazine article referred to above, but the 
trend toward individual teacher-parent conferences is obvious in the 
good school systems of our land. The rapidity with which this phase 
of the school program has developed is no less than amazing when 
one considers the difficulties that have to be met in establishing 


such a program. 
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Problems Involved in Teacher-Parent Conferences 


What are some of the problems involved? First, there is the prep- 
aration of teachers for new procedures and responsibilities. Since 
such training has not been a part of teacher education in most in- 
stitutions, this often means some spccial in-service training for 
teachers. Then there is the preparation of parents for such a new 
relationship to the school. This is often done, in a general way, 
through a meeting of the parent-teacher association. 

Many decisions have to be made as to how the program should 
be started. Should all teachers and parents participate immediately, 
or should the program be initiated slowly and allowed to grow year 
by year? If the latter, how should the school begin—with a few in- 
terested teachers who want to try interviews with parents or with 
teachers of certain grades? Should each teacher begin by having 
conferences with the parents of only a few of his pupils, or should 
he try to talk individually with the parents of every child in his 
classroom? If only a few are to be interiewed, it is important that 
they should not be parents of children with outstanding problems. 
Otherwise the new program will seem only an extension of the tradi- 
tional “we’ll tell your father and mother” school threat. 

Perhaps the most vexing of all the problems to be met in estab- 
lishing a regular program of teacher-parent conferences is the mat- 
ter of time for the conferences. A good conference takes time; there 
is no getting away from that. Most teachers report that twenty 
minutes is the minimum period required, and a conference that 
is mutually satisfying to parent and teacher is more likely to take 
thirty to forty minutes. When the problems to be discussed are 
complicated, it may take even longer to talk them through and 
formulate a constructive plan for helping a child to overcome his 
difficulties. 

Where is this time to come from? Most teachers are already 
carrying very heavy loads. It is a well-known fact that there is an in- 
creased number of pupils and a shortage of teachers in our schools, 
especially at the elementary level. Can one expect the teacher to 
add to this burden by staying after school hours to interview par- 
ents? Let it be said—to the great credit of America’s teachers—that 
most teacher-parent conference programs have been launched on 
the teachers’ own time! This is a testimonial both to the profes- 
sionalism and to the spirit of dedication that thousands of our 
teachers bring to their high calling. 

But is it fair to ask the teacher to make this great contribution 
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indefinitely? When the value of teacher-parent conferences has 
been demonstrated, should not the school board grant teachers 
some released time for this important part of the school program? 
Many systematic evaluations made by parents who have experienced 
such individual conferences testify to the helpfulness of these pri- 
vate talks with teachers. Should not the parents urge school boards 
to provide released time for this procedure which they believe 
benefits their children so greatly? Parents can indicate their willing- 
ness to have part of their school tax dollars go to the support of 
such a program. 

There are other technical questions to be considered in the 
planning and development of such programs. When and how often 
should conferences be held? Should there be an outline of some 
sort to guide the intcrview? Should such a guide be sent to parents 
in advance of the conference? What parts of a child’s school record, 
if any, should be shown to the parent? Should the teacher keep a 
record of the conference, and should some written report of it be 
sent to the parents, especially if only one parent can be present at 
the conference? Should pupils theimselves sometimes participate 
in such conferences? If so, under what circumstances and at what 
age levels? These are some of the many practical questions that any 
school staff is likely to encounter in a program of teacher-parent 
conferences. 

The answers to such practical questions will vary from situation 
to situation and with the specific purposes of the conferences. It is 
common practice for teachers who are to participate in a teacher- 
parent conference program to study and discuss the whole matter 
before any definite plans are formulated. They gather reports of 
what other school systems have tried and found successful. They 
try to avoid practices that others have concluded were mistakes. 
Then they are likely to draft a tentative program that seems to 
meet the needs and possibilities of their own local schools. At this 
point it is usually wise to appoint or elect a planning committee 
upon which faculty and parents are jointly represented, so that 
parents can participate in the planning of the actual program. 

Most committees find that there is no one right answer to all of 
these practical questions. Much depends upon the ideas and pref- 
erences of those who are to carry out the program. Also such a new 
venture usually must be undertaken step by step. For example, out- 
line guides for conferences and written records of them often evolve 
after parents and teachers sce the need for them, though such sug- 
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gestions may be rejected as “too much to undertake” in the begin- 
ning, when teachers feel a bit overwhelmed at the interview itself. 
Schools frequently seek the guidance of a special consultant who is 
experienced in setting up these programs to help initiate teachers 
into the new techniques and procedures of teacher-parent confer- 
ences. 


Fundamental Principles and Procedures 


There are certain fundamental principles and procedures, how- 
ever, that should be incorporated into any program of individual 
conferences to make it successful. Here are some of the more im- 
portant considerations: 


Conferences should take place in privacy, parent meeting teacher 
in a comfortable, relaxed atmosphere. Each should feel that the 
other has set this particular time aside for the purpose and that 
each will receive the other’s undivided, unhurried attention. 


Parent and teacher should feel that each accepts the other as a 
person. There should be a sense of trust between them, so that each 
feels free to reveal whatever is essential to his understanding of the 
child, without fear of misunderstanding, condemnation, or be- 
trayal of confidence. 


The teacher should come to the conference prepared to give the 
parent a report on his child in school situations but should be 
equally interested in getting the parent’s report on his own child. 
The parent should be encouraged to express his ideas regarding the 
child and his needs and to suggest what experiences he thinks will 
further the child’s growth and development. 


The teacher should always begin the interview with some favor- 
able comments about the child. When weak points are brought up, 
emphasis should be placed upon those in which improvement is 
most readily possible, and a constructive plan for home-school co- 
operation, in trying to help the child overcome his weaknesses, 
should be agreed upon. 


At the end of any such conference, the way should be left open 
for further friendly, cooperative contacts, to be initiated by the 
teacher or the parent when either feels that the child’s interests will 
be served by such a contact of school and home. 


Is this all worth while? Does the investment of time, effort and 
(indirectly) money pay dividends? One finds little difference of 
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opinion on this point among those—whether parents or teachers 
who have participated in such programs. Practically all seem to 
agree that no single procedure has done more to improve school- 
home relations than the teacher-parent conference and no phase 
of the school program has contributed more to the establishment 
of good public relations. 


Interpreting Pupil Records to Parents 


In the preceding chapter, the individual cumulative pupil record 
was discussed. The use of such records, it was made clear, consti- 
tutes a very important phase of the school’s guidance program. As 
this chapter has pointed out, the initial teacher-parent conference 
which takes place when the child enters school should provide 
basic material for the individual pupil record. Since the record is 
cumulative, it is constantly augmented with additional information 
and passed along as the child goes upward through the grades of 
the elementary and the high school. Chapter VIII described ways 
in which records serve to help each teacher to understand and to 
deal wisely with every child who comes under his guidance. It is 
equally important that such records be used to help parents or other 
adults responsible for the care of a child to deal with him under- 
standingly and guide him wisely. Such an understanding parent 
becomes a major source of help for the teacher in the latter’s efforts 
to guide each pupil. Perhaps the teacher’s greatest ultimate contri- 
bution in using individual cumulative pupil records is to help 
parents understand the child and to help the child understand him- 
self, because parental guidance and self-guidance continue for the 
pupil after teacher guidance has ceased. 

Records can be invaluable in school-home contacts if the school 
personnel know how to use records wisely and constructively in 
dealing with parents. No type of school device is more effective 
than that which is based on a concrete cumulative individual record 
when wisely used, yet no material is more likely to antagonize 
parents when wrongly used. Generally speaking, no school record 
should merely be handed to parents for them to look over. Selected 
parts of his record may be reported or shown to a pupil’s parents 
by members of the school staff who are competent to interpret this 
material constructively. In its whole approach to the parent, the 
school must be guided by what is known of the parent and by the 
way he is likely to react to the information given him. Especially 
must the school consider the effects these parental reactions may 








184 GUIDANCE IN THE CURRICULUM 


have upon the child. For example, a child with limited ability may 
be trying to do his best and may be achieving all that he seems 
capable of doing, yet not reach the academic level of most of his 
classmates or the expectations of his parents. The school should 
make every effort to help parents accept the child with such limita- 
tions and persuade them not to pressure him unduly or treat him 
harshly for deficiencies which he cannot help. But if parents in such 
a situation persist in harsh treatment of the child cach time aca- 
demic inadequacies become known to them, the school must be 
very guarded as to what and how it reports to them concerning the 
child’s academic progress. Such a child may be discouraged from 
doing his best when confronted with negative parental attitudes. 

Much of the objection to records on the part of parents (and 
even on the part of some school staff members themselves) is based 
on a fear that an unfavorable impression crystallized in a written 
record form that is passed on from teacher to teacher may prejudice 
teachers against a pupil. ‘They even fear that such a negative record 
may precede a child so that because he once “got off on the wrong 
foot” with some particular teacher, he will never be allowed a fair, 
tresh start again. Yet it is not the records themsclves which cause 
injustice to a child. The harm occurs when one teacher remarks 
to another in passing: “Wait until you get that Joncs boy! 
He'll give you plenty of headaches!” Or over the bridge table the 
mathematics teacher exclaims: “I’ve got another one of that John- 
son family! They’re all too dumb to learn anything!” 

Such incidents as these occur countless times in schools which 
keep no special records at all. They occur wherever the teaching 
staff members are not truly professional in their outlook and atti- 
tudes. It is true that records can be wrongly used. ‘The constructive 
use of records is dependent directly upon the professional attitude 
of the teaching staff. To tl.c extent that teachers sce records as tools 
or instruments to be used to help children, they will avoid negative 
effects of records. In addition to the professional spirit and phi- 
losophy of the staff, awareness of the possible negative effects in 
wrong use of records will help the school deliberately to avoid them. 

Certain techniques will prove efficacious and at the same time be 
reassuring to parents. For example, some positive, favorable com- 
ments should be made about a child in every instance before nega- 
tive and unfavorable facts are recorded. Every child has “assets” 
as well as “liabilities.” Especially in dealing with parents, the 
favorable items in the record should always be presented first, thus 
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making the undesirable items about their offspring more accept- 
able to fathers and mothers. Records should be available which will 
help parents to see their child with reasonable objectivity and fol- 
low his school progress and his personality development. They 
should be interpreted to parents, however, with care and discretion. 

Parents as well as teachers may keep records which are helpful 
in the guidance of a child. Despite the fact that studies of parent 
reports indicate that sometimes they are subject to considerable 
unreliability, they still have genuine value. Systematic observations 
of their own children are extremely revealing to parents. Fathers 
and mothers often gain insight inte their own and their children’s 
behavior in a measure difficult to achieve by any other method. In 
addition, their reports sometimes furnish important cues about 
such things as parental attitudes which may prove very valuable to 
the school in understanding the child. 


Readiness 


Very early in the child’s school life the question of “readiness” 
comes up for consideration. Most of us think of readiness only in 
terms of readiness for reading, and that question arises toward the 
end of the kindergarten year, or very early in the first grade. Readi- 
ness, however, is a concept which applies to any learning activity 
at any stage of life. It is a complex concept involving capacity, 
maturation, experience and motivation. Appraising a child’s readi- 
ness or unreadiness to undertake a new learning activity is vital 
to successful school experience for the child. 

If this matter of readiness for reading, or “readiness for first 
grade” (as it is often referred to in our schools) is badly handled 
by the school, the friendly and understanding cooperation of the 
home may be seriously impaired at the very outset of the child’s 
school life. To help a parent understand and accept the fact that 
his child is apparently not ready for a certain type of experience for 
which most of the child’s associates appear ready constitutes a 
genuine challenge to the educator. How can the parent be informed 
so that he can understand the situation, accept it with equanimity 
and patiently wait until the child is ready, or cooperate in helping to 
make him ready? The fact that the child is not ready to do what is 
expected of most children of his age and his school grade tends to 
arouse feelings of anxiety and guilt in the parent. He may fear that 
his child is in some way inadequate because the youngster does not 
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measure up to what is expected of him, or he may feel that he him- 
self is inadequate as a parent and is responsible for having failed 
to get the child ready. Either of these attitudes imperils the parent’s 
feeling toward the school, and hinders the desired teacher-parent 
partnership. 

There are many things which the school can do to prepare fathers 
and mothers to understand and to face this problem of readiness. 
Through various avenues of parent education, fathers and mothers 
may become familiar with the whole concept of readiness and its 
significance in education. They can also be helped to understand 
that if the child’s developmental immaturity is due to lack of inner 
maturation, postponement of learning may be wise because time 
alone will probably correct that factor. Lack of readiness that is 
due to a dearth of experiences which contribute to readiness is not 
likely to occur in a school where young parents have been guided 
by the school to help prepare the child for first grade and reading 
experiences. However, where such experiences have been lacking, 
parents can be helped in planning to provide such experiences and 
to put such a plan into effect at once. 

There is now available a little book that can be very helpful to 
parents in building a readiness for reading in children of preschool 
age. Growing Into Reading, by Marion ‘Monroe, points out that 
readiness for reading begins at home.? The author describes seven 
stages of “book behavior” which precede the actual reading-readi- 
ness program of the good kindergarten. She considers the mere 
manipulation of a book by the year-old child as the first stage, and 
points out that stage by stage a child’s behavior in relation to books 
progresses to an eighth stage of real reading-readiness which we find 
in many, if not most, children during the late kindergarten period 
and early months of first grade. Understanding of these successive 
stages of “book behavior” will help parents to send to school a child 
who feels that books are to be enjoyed—a child with a love of books 
based upon many happy contacts with them in his home. This, the 
author points out, is the best possible preparation for reading. 

If a child appears not to be ready for a certain type of learning be- 
cause he is somewhat retarded in development, the school can help 
the parents to accept the child as a “slow learner.” Such a child can 
be guided successfully so that he develops a healthy personality 
only if both home and school help him to feel secure and adequate 


* Marion Monroe. Growing Into Reading: How Readiness for Reading Develops 
at Home and at School. Chicago: Scott, Foresman, 1951. 
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when he does the best of which he is capable. Frequently a child’s 
lack of readiness for a certain learning activity is due to specific 
difficulties or disabilities, such as visual or auditory defects, or emo- 
tional problems. Before he can become ready for this new learning 
experience, there must be a diagnosis of his difficulty, followed by 
whatever remedial procedures are indicated. Parent cooperation is 
essential to the school’s accomplishment of such a program. 

In the school’s approach to this whole matter of readiness, par- 
ents must feel that: (a) The school’s program and procedures are 
based on knowledge of facts, both in regard to the general problem 
and to the individual problems of their child; (b) The school per- 
sonnel is primarily motivated by a sincere desire to do what is best 
for each boy and girl and that consideration of administrative prob- 
lems and problems of classroom organization is secondary; (c) 
The school regards every parent as a cooperative person, capable of 
understanding and anxious to do what is desirable for his child, 
and that the school turns to the parents as a source of help. 


Interpreting Test Results to Parents 


Since standardized tests are one factor in determining readiness, 
it might be well at this point to consider the general problem of in- 
terpreting test results to parents. The whole field of standardized 
objective tests is for parents a relatively new aspect of the modern 
school program. While it is true that group tests of intelligence, 
scholastic aptitude and scholastic achievement were developments 
of more than a quarter of a century ago, organized testing programs 
have not yet become a regular part of school procedure in a ma- 
jority of the schools of the country. Most parents of pupils in the 
schools of today have had no personal experience with such tests in 
their own school days, and they encounter the testing programs 
used for their children with almost no background of understand- 
ing that helps them to interpret such test results. Even the teachers 
in today’s schools have—many of them—little actual understand- 
ing of what particular tests mean or what their significance in re- 
lation to an individual pupil’s capacity, achievement and future 
progress may be. 

Since tests are important in evaluating the curriculum and the 
school’s progress toward achieving its objectives, as well as in the 
guidance of every individual boy and girl, it is important that 
teachers first and parents second be helped to a real understanding 
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of tests, their contributions and especially their limitations. No 
school should expect a parent to believe that his child is not ready 
for first grade just because of a score on a paper and pencil readiness 
test. No school is justified in coming to such a conclusion on the 
basis of test data only. But how can the school explain to parents 
why a test does constitute one important bit of evidence? Only if 
the testing procedure, and the basis on which the results are inter- 
preted and applied, are explained to parents in ways that are under- 
standable to them, can the school expect to gain the parental sup- 
port and cooperation which it needs in making a plan for the child 
who has been tested. 

This same principle applics to all types of tests which a school 
gives to its pupils. Whether the tests be used to measure scholastic 
aptitude, scholastic achievement, vocational aptitudes or other 
measurable abilities, the school needs the help of parents in plan- 
ning a program based partly upon these test results. If parents do 
not understand and accept the bases for a school’s decision in re- 
gard to their child, there is little hope that the child himself will 
accept the decision and benefit from the program. 

In general, guidance workers should avoid discussing with par- 
ents specific scores on aptitude and intelligence tests. It is better to 
discuss a child’s capacitics in more general terms. When a child’s 
mental abilities deviate from the “normal,” such test results 
(including all tests yielding intelligence quotients or “IQ’s”) 
should preferably be reported by psychologists or guidance spe- 
cialists who have profcssional training for interpreting tests and 
also training and experience in working with parents. If that is not 
possible, teachers should receive training in how to interpret such 
tests to parents. In a number of schools there is now a very real 
attempt to help teachers understand and utilize wisely the test 
data gathered on their pupils. They do not all approach the prob- 
lem in the same way, but every school needs to find some method 
of winning the understanding and cooperation of parents in the 
development of a successful testing program. 


Reporting Pupil Progress to Parents 


Closely related to the problem of interpreting test results to 
parents is the question of how the school should report pupil prog- 
ress to them. One of the areas of greatest experimentation in educa- 
tion in recent years is in methods of making reports to parents in 
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regard to their children. The traditional, periodic, stereotyped re- 
port card is being steadily supplanted by more informal methods of 
reporting, especially at the kindergarten, primary and intermediate 
school levels. The purposes of reports will, of course, determine 
their nature and content. The newer type reports usually take the 
form of individual letters or teacher-parent conferences, especially 
at the kindergarten and primary levels. As one goes on into the in- 
termediate grades and the junior high school, the report may be in 
the form of a card or folder, but its content is likely to be quite dif- 
ferent from that of the report card forms that parents have known 
in the past. In addition, the bases for grading are going through a 
period of rather constant analysis and change. There is probably no 
school in the country which has found a completely satisfactory 
method of grading its students. For this reason, this period of ex- 
perimentation and rapid change is, on the whole, a healthy sign 
that the school is trying to improve its marking and reporting 
practices. 

The parent’s role in this whole area of reporting children’s prog- 
ress is, of course, a vital one. Parents have a profound interest in 
knowing how their child is getting along in school; they should 
also have a chance to participate in deciding what will be reported 
to them and on what basis the reports will be formulated. Several 
schools participating in the Illinois Child Development and Guid- 
ance Project, jointly sponsored by the Illinois ASCD and the Uni- 
versity of Chicago, have joint groups of teachers and parents 
cooperating in the school’s effort to improve methods of marking 
and reporting. 

Both parents and teachers need time to adjust to new methods. 
School grades and reports were traditionally designed to judge a 
pupil rather than to guide him. Little attention was paid to per- 
sonality development, although “deportment” and “effort” were 
frequently included as items on the old type report card. Achieve- 
ment in school subjects was recorded in terms of standards set for 
the pupil’s chronological age or his grade in school. If he fell below 
the standard, he was represented as having “failed,” whether or 
not the standard set was one possible of achievement by him as an 
individual. Achieving above the standard represented success, even 
though the so-called successful child might actually be working 
far below the level of his capabilities. 

To change from these traditional methods of evaluating and re- 
porting a child’s school progress, both teachers and parents must be 
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given time gradually to adjust to newer educational philosophy with 
its recognition of the importance of developing a healthy person- 
ality along with successful acquisition of knowledge and academic 
skills. They also need cooperatively to work out methods by which 
a child who does the best of which he is capable can be helped to 
feel that he is a successful child, whether or not he is able to com- 
pete successfully with the group of which he is a member. 

This is not to imply that a child’s work is never to be compared 
with that of others. Such comparison is inevitable when any child 
is a member of a group; and each person must eventually learn the 
extent to which he can compete successfully in various areas of 
life. In the process of learning to accept his “liabilities” as well as 
his “assets,” every individual must be helped to maintain basic 
self-esteem and a feeling of adequacy. There will be many activities, 
as a person goes through life, from which he can derive enjoyment 
without successful competition; there are others in which, if he 
cannot succeed, he is likely to find little satisfaction. The latter is 
especially true of activities in which one tries to earn his living. 

It is very important that parents understand these matters as the 
child progresses through school. Abandoning the standards and 
methods with which they themselves grew up and which they ex- 
pected would be used both by the school and by the home in judg- 
ing their child’s educational progress is a matter of education and of 
growth for them. It seems evident that, in evaluating a child’s 
growth and development, teachers should consider his progress in 
terms of three relationships: in relation to the child’s own capacity 
and previous attainment, in relation to the attainments of his own 
group or class, and in relation to the achievements of children about 
his own age in terms of nation-wide standards. 

The way in which these different standards of comparison are re- 
ported to parents and what emphasis will be given to them must 
depend upon each individual situation and especially upon the 
parents’ understanding of and attitudes toward their child. Schools 
which ignore all but the child’s own growth in reporting to parents 
often find that at some time the parents are likely to return to 
reproach the school for not having told them “the truth” about 
their child’s inadequacies at a time when the parents might have 
seen “that something was done about it.” By “the truth,” the 
parent means the fact that the child did not measure up to the 
achievements of most other children in his grade or class. It is the 
school’s responsibility not only to accept such limitations in the 
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child, if these cannot be overcome, but also to help his parents 
understand and accept them. This can be done only by facing the 
limitations, not by denying them. 

In projects where parents are participating with teachers in 
efforts to improve marking and reporting practices, parents are 
likely to be just as eager as teachers, and sometimes more so, to 
develop new and better ways of evaluating the child’s progress. 
Among parents as well as teachers, however, there are almost 
always some “diehards” who cling to rigid standards of marking, 
with emphasis upon academic achievement and deportment, and 
who insist upon knowing just where their child stands in relation to 
the achievements or grades of every other pupil in his group. Schools 
must exercise leadership and patience in helping such parents to 
acquire greater insight into the psychological needs of children 
and to understand why the newer methods of evaluating pupil 
progress are beneficial to their children. Here, then, is another area 
in which schools can make progress only as they succeed in getting 
parents to understand and to support what is best for their children. 

Perhaps the greatest innovation in the matter of reporting prog- 
ress to parents is found in the very rapid growth of the teacher- 
parent conference as a method of informing the parent about his 
child’s progress in school. In discussing teacher-parent conferences 
earlier in this chapter, it was pointed out that probably the most 
common purpose in holding them in present-day schools is to report 
pupil progress to parents. In some schools, the conference is a 
substitute for one written report of the school year, with cards or 
letters serving still as the more frequent method of reporting. In 
other schools, the conference method of reporting is used several 
times a year. 

A number of communities have circulated questionnaires asking 
parents to evaluate such teacher-parent conferences after the first 
year in which these have been introduced into the school program. 
Responses to the questionnaires indicate that almost all parents are 
enthusiastic about this method of reporting, even from the very 
beginning of the practice. Evaluations made by the parents in- 
clude such comments as: “Deepened my understanding of my 
child.” “Helped me to understand the school’s program.” “Gave 
me more helpful information than report cards.” “I had an op- 
portunity to become acquainted with the teacher, with freedom to 
ask questions and discuss problems with her.” “It gave me an op- 
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portunity to get another’s viewpoint on my child, to know my 
child as the teacher sees him.” 


Parents and the Curriculum 


Progress.in curriculum improvement is also ultimately dependent 
upon the support of parents and other citizens of the community. 
New developments may succeed temporarily, but unless the com- 
munity—especially the parents who are the most deeply interested 
members of the community—understand and support what the 
school is doing, a reactionary movement attempting to eliminate 
newer practices and procedures is almost certain eventually to set 
in. Parents differ greatly, of course, in the degree of intelligence and 
the amount of knowledge they bring to consideration of school 
programs and problems. There are some parents who have more of 
both attributes than do some teachers. 

The role of the lay citizen in general, and parents in particular, 
in the development of the curriculum of the school is a somewhat 
controversial matter. Certainly it would seem that parents should 
have a voice in helping to determine what their children should 
learn in school. Methods of instruction, on the other hand, call for 
professional training, and few lay citizens have the technical back- 
ground necessary for deciding how material can best be taught and 
learned. The school does have a responsibility, however, for inter- 
preting its methods to parents and explaining how and why instruc- 
tion is undertaken in this or that way. It is extremely difficult for 
most parents, for example, to comprehend modern methods by 
which children learn to read, why they are not taught the alphabet 
at the very beginning of school, and why a meaningful unit, such 
as a word or phrase, helps the child to learn to read more easily than 
did a knowledge of isolated letters. It is difficult for parents to under- 
stand why script writing precedes cursive in most of the primary 
schools of today. Parents have a right to expect the school to in- 
form them in regard to these and many other questions that are 
of vital importance to any father or mother interested in seeing 
that his child receives the best possible training that a school can 
offer. 


Parent Participation in Specific Projects 


Parents can serve as resource persons to teachers in a great va- 
riety of ways. There are almost unlimited possibilities for school- 
home cooperation in regard to specific phases of the school’s pro- 
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gram, and even in regard to children’s activities outside of school. 
Only a few can be mentioned here. 

Most parents have a genuine interest in their children’s learning 
to read. This interest is likely to wane as the child goes upward 
through the grades. But there are important reasons for keeping 
parents in touch with what their children are reading and, where 
it is possible, for enlisting their help in selecting books which their 
children may wish to read. This need seems quite obvious at the 
present time, when so many attacks upon the books which schools 
are using spring from ignorance and misunderstanding on the part 
of those who criticize. There are important reasons why parents 
should be encouraged to read the books their children are study- 
ing when boys and girls reach the high school level or when they 
become college students. The gap between the generations is tra- 
ditionally great. It is likely to be especially so in periods of rapid 
transition and change, such as we have been experiencing in 
modern days. Many of the books which students read in high school 
and college deal with subjects and points of view that startle and 
sometimes shock their parents. When parents have had an opportu- 
nity to participate in the examination and selection of books, they 
understand why these books are chosen for school reading lists. 
Such understanding will help to bridge the gap between the genera- 
tions and to keep parents abreast of the ideas that their children are 
encountering and the experiences which they are having through 
modern literature. 

In addition to such academic matters as books on school reading 
lists, there are many practical questions of social behavior which 
are of deep concern to both schools and homes, and with which 
parents have little chance to deal satisfactorily except through 
cooperation with other parents whose children attend the same 
schools. This is especially true in preadolescence and adoles- 
cence, when such issues as the hours children are allowed to keep, 
the use of automobiles, the types of parties boys and girls attend, 
and the kinds of places they go for recreation and entertainment 
become crucial problems for parents and for all other adults with 
genuine interest in boys and girls of these ages. If the school helps 
parents to organize and then encourages such groups to discuss 
these questions, not only among themselves and with the teachers, 
but also with adolescent groups, many of these serious difficulties 
might be satisfactorily resolved. The school needs the help of 
parents in these matters. The individual parent is rather helpless 
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when he endeavors to establish standards or rules for his own boy 
or girl. But parents cooperating through the school can establish 
accepted community standards with the cooperation of the boys 
and girls themselves. 

Most parent groups trying to develop a P'T’A or similar program 
encounter their greatest difficulties among parents of boys and girls 
at the high school level. Some of the reasons for this are obvious. 
Adolescents are struggling for independence and are likely to resist 
home-school contacts as parental “interference.” Parents are less 
zealous about PTA activities by this time than they were when 
their children were younger. In addition, they do not want to 
antagonize their sons and daughters by coming to school when they 
believe the boys and girls do not want them to. 

The most successful high school parent-teacher programs seem to 
be those which are sometimes called PTS—Parent-Teacher-Student 
organizations. In these the student himself participates, usually 
with a very active interest. In this type of program the adolescents’ 
struggle for independence receives a certain recognition which gives 
them the feeling of status so important to boys and girls at this 
period of their development. Even in dealing with the individual 
high school boy or girl, it is wise for teachers to recognize this fact. 
If any member of the high school faculty wishes to interview the 
parents of a student, the plan should be cleared first with the 
student himself. ‘There may occasionally be cases in which parents 
should not be seen over the strong objection of a student; in any 
event, his reasons for objecting should be given careful considera- 
tion. In some instances it may be wiser to give the student a chance 
to solve the problem himself before his parents are brought into 
the situation. 


Parent Participation in Vocational Guidance 


Another area in which the school can accomplish little without 
the cooperation of parents is in the field of vocational guidance. 
This seems somewhat obvious, but research studies have indicated 
that the parental role is even more crucial than most of us have 
realized. So inadequate has parental guidance been in this field that 
many young people are openly critical of the failure of their parents 
to help them make a wise vocational choice.’ Here, again, is a field 


3 Eli Ginzberg, Sol W. Ginzberg, and John L. Herma. “The Problems of Occu- 
pational Choice.” American Journal of Orthopsychiatry 20:1; January 1950. 
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in which the organized vocational guidance program of the school 
should reach out to parents as a resource, enlisting parent coopera- 
tion fairly early in the life of the adolescent. Most parents feel quite 
at a loss to know how to begin to help a child in the challenging 
and very important matter of choosing his life work. Only with 
the help of the school is there hope that the parent can begin to 
meet his own responsibility in this area. The reverse is also true. 
Whatever the school may attempt in guiding its pupils vocation- 
ally, it can do little for them without the understanding and support 
of their fathers and mothers. 


Studying Child Development and Guidance 


Parents are dependent upon the school for a full understanding 
of their children’s school experiences and, as indicated earlier, 
scholastic achievement is only one area in which the school should 
serve as a source of guidance to parents. Fathers and mothers must 
look to the school for information concerning their children’s re- 
actions to a group other than the family. From the school they 
should get considerable information about the child’s physical and 
mental health, special interests and abilities, handicaps and dis- 
abilities. To the school, also, they must look for much of their 
knowledge about the child’s developing character traits and habits 
of work as they are observed in school settings. 

In order to understand their own children, however, parents must 
first of all have some knowledge of how children grow and develop. 
They must know what we mean by the “norms” which we use to 
measure the individual child. Only with such knowledge can they 
judge what can reasonably be expected of each child in his particu- 
lar stage of maturity. There is a common pattern or cycle of growth 
and development through which practically all individuals pass, and 
in which physical, mental, social and emotional development are 
interrelated. A majority of children reach certain points in the 
developmental pattern at approximately the same age, but there 
is very great variation in this matter. No two children are exactly 
alike. Not only is every child a unique personality, every child also 
has his own pattern of growth and development resembling those 
of his age mates in some respects and differing from them in 
others. The wise guidance of every child should be based upon his 
own individuality, his patterns of growth, his developmental or 
maturity level at any particular time. In fact, our chief reason for 
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seeking to find ways in which children are alike is in order to be- 
come aware of the ways in which each child differs from his fellows. 

In the opening chapter of this book, the fallacy of expecting 
teachers to bring all pupils in a given grade or high school group 
“up to standard” or “up to the norm” was pointed out. Parents 
need to understand that a “norm” is a statistical, not a moral term. 
It refers to the middle 50 percent or to the top 75 percent, or to 
whatever we wish to call “norm.” It does not represent universal 
development of a certain trait at a given age. Sound and whole- 
some development may proceed on its own schedule. There are 
sequences which are predictable, but no one can predict the exact 
age at which any “normal” child will have developed a given trait. 

If the differences found in any child are such that they will handi- 
cap the child himself in getting satisfaction from life or in making 
his contribution to society, home and school should do everything 
possible to overcome them. If not, parents and teachers should 
accept the differences, recognizing that in a democracy individual 
differences have functional values. It is the task of homes and 
schools in a democracy to utilize individual differences to strength- 
en and enrich group experiences. Differences which are undesirable 
in that they will handicap the child himself are all too often 
characteristics which must be accepted because they cannot be 
eliminated. Those who guide the child with such physical or mental 
disadvantages not only must adapt home and school programs to 
the child’s needs; they must also do everything possible to help the 
child accept his own handicap and make the best possible life ad- 
justments within his own limitations. 

Many parents have gained knowledge and understanding of 
children through keen observation, reading and participation in 
study-discussion groups. Many others, however, do not have any 
real knowledge of child development or of what tasks most chil- 
dren strive to accomplish as they go from one period of development 
to another. Few parents have any agency other than the school to 
which they can easily turn for help in this area. The school should 
work jointly with parents to develop opportunities through which 
all parents can obtain such knowledge and understanding. Study- 
discussion groups in child development and guidance have been 
successfully organized and carried on for a period of years in pilot 
projects. Such programs of school-home cooperation are always 
possible where schools recognize that they cannot accomplish 
their objectives in the education and guidance of children unless 
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they secure intelligent and understanding cooperation from the 
parents of their pupils. 


In all of these ways—and others which space does not permit 
including here—teachers need the cooperation of parents. Since 
parents are the major guides of children and provide most of the 
opportunities for experiences which mold personality, teachers can 
learn much from them. On the other hand, since the school experi- 
ences of the child influence his growth in a crucial manner, parents 
can also learn much from teachers. Certainly the chances for curric- 
ulum and guidance to be effective in promoting the optimum de- 
velopment of boys and girls along wholesome lines are greatly en- 
hanced when parents and teachers work as partners in the educa- 
tion of children. 








CHAPTER X 


Assistance from Other Agencies 


HE good teacher today, regardless of the grade level at which 

he is working or the subject matter in which he has specialized, 
knows that children learn most effectively in the classroom when 
their out-of-school as well as their in-school experiences provide 
feelings of security and confidence. He knows that effective class- 
room experiences must be related to the genuine life-interests and 
problems of the individuals participating in them, and that effec- 
tive guidance of children involves discovering these interests and 
problems. Such a teacher is constantly looking for information and 
clues that will help him gain insight into the reactions of the 
young people with whom he is working, although he may feel over- 
whelmed at times by the enormous responsibility for uncovering the 
possible causes that lie behind Sally’s daydreaming, Jimmy’s cruelty 
to other children, or Sam’s persistent falsifications. The teacher 
may well recognize the principle that what happens to the child in 
his out-of-school hours is vitally important in shaping his attitudes 
and motivations, yet may feel inadequate in attempting to gather 
all the information he needs in order to understand each child. 

The preceding chapter discussed how parents can relieve some- 
what this sense of inadequacy by helping the teacher to understand 
the out-of-school life of the child. Fortunately, there is an additional 
resource available to teachers as they seek to know the family and 
neighborhood backgrounds of their pupils. 

Many communities today either provide or have access to a large 
number of casework and character building agencies whose work- 
ers agree with teachers on the goals toward which children and 
youth in our present day society should be guided. These agencies 
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often play an important role in the personality development of the 
children of the community.’ Fortunately, their resources may be 
used by the school and their own work with children in their out- 
of-school activities may be strengthened by the school’s coopera- 
tion. The problem is to acquaint both teachers and social workers 
with the values which may be gained from closer working relation- 
ships. 

Where organized guidance services exist in the school, the spe- 
cial staff will no doubt be.utilizing the help of many agencies in the 
community and will be fostering communication between teachers 
and these agencies. In one large school system which maintains a 
central guidance bureau, the staff of the bureau consults with all 
agencies known to have had contacts with a child who is being 
studied by the bureau. Workers from such organizations as the 
public and private welfare agencies, public health agencies, and 
mental hygiene clinics are regularly invited to staff meetings when 
a child’s situation is being considered. ‘The classroom teacher, in 
each case, is also invited to participate in the meeting in order that 
he may contribute to the discussion, hear the facts presented and 
share in the suggestions made. Teachers in that school system have 
an opportunity to clarify and receive help from the guidance staff 
and social workers in interpreting symptomatic behavior and in 
learning to know the varied forces that may be operating in chil- 
dren’s lives. All staff members of that school feel they are growing in 
their understanding and acceptance of, and in their planning for 
and with children. 

Many schools, however, do not have special guidance staffs to 
assist teachers in their communication with other institutions of 
society. How do teachers in this type of school secure the help from 
workers in the other agencies? In a school system in which a guid- 
ance-minded administrator is providing leadership for his staff, 
contacts with other agencies will be encouraged and facilitated. 
Social workers, leaders of boy and girl scout troops, youth leaders 
and staff members from other agencies often are invited by the 
principal to meet with the school staff to discuss the out-of-school 
experiences which children attending that school are having 
through the auspices of particular agencies. In some communities 
individual teachers may work with some agencies with which they 


1 See: Helen L. Witmer and Ruth Kotinsky, editors. Personality in the Making. 
The Fact-Finding Report of the Midcentury White House Conference on Children 
and Youth, Washington, D.C.: Harper and Brothers, 1950. p. 357-406. 
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happen to be familiar. Where an agency is working with a given 
family or child, a social worker sometimes initiates contacts with a 
teacher, or the teacher with a worker. In such contacts plans may 
be set up for the teacher to work directly with an agency in help- 
ing some child in his classroom. 

Communities differ widely in the coordination of the activities 
of the school and those of the casework and character building 
agencies in guiding children and youth. In situations in which an 
extensive effort has been made to coordinate activities and to share 
findings, tremendous advantages have resulted to the children and 
youth of the community. But in many schools teachers are unaware 
of and do not use the vast community resources which are available. 
It is for this reason that the authors of the yearbook include the 
following discussion for teachers and other school officials who are 
seriously concerned with guiding children and who, therefore, 
would welcome specific suggestions of additional resource help 
which might be used by the school. 

The threefold purpose of the chapter is to summarize and sug- 
gest: (a) the types of casework and character building agencies 
existing in various communities and their facilities for coordinated 
relationships; (b) ways in which children and youth seem to bene- 
fit from the coordinated activity of school and social service staffs; 
and (c) steps that are being taken to acquaint teachers and ad- 
ministrators with the social services being offered in their particu- 
lar community, and ways in which the information gathered in 
an individual case may be coordinated. 


Casework and Character Building Agencies 


Communities differ widely in the extent to which provision is 
made through both public and private sources to help community 
members make satisfying adjustments. Despite these differences, 
there are usually more organized plans for minimizing maladjust- 
ment, for building character and helping people in trouble than 
are known to the teachers of a given community. Individual teach- 
ers may use the help of available community agencies, but groups of 
teachers by-and-large are rather uninformed about or hesitant to 
explore the possibilities of working with colleagues in related fields. 
Likewise, members of the community who work with children in 
out-of-school situations rarely take full advantage of the opportuni- 
ties they have to share their experiences with the school staff. While 
there are many beginning steps now being taken in some communi- 
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ties to coordinate the services to children and youth (such as joint 
meetings of school and agency boards), so far the success of these 
steps has depended largely upon the personnel involved rather 
than upon any basic policy or specific organization. 

So important is the need for the development of understanding 
and coordination between the school and other agencies of a com- 
munity that curriculum planning at many present day teachers 
colleges reflects this trend. At many colleges students make com- 
plete community surveys of the communities in which they are 
receiving their student teaching experiences, and the compiled re- 
sults are discussed and evaluated at the post-student teaching 
seminars. A number of colleges are including among their required 
and elective offerings such courses as those provided at one state 
teachers college: “tiuman Relations,” “The Family and Com- 
munity as a Resource for Child Growth,” “The Sociology of Child- 
hood and Adolescence,” “Home-School-Community Relation- 
ships,” “Community Resources for Programs for Young Children,” 
“Sociology of the Community.”* The experiences planned for 
students in these courses include visits to and work with children’s 
courts, social service agencies, mental hygiene clinics, children’s 
church groups, boy and girl scout organizations, YMCA, YWCA, 
and other groups of the local or nearby communities. 

The students of one college sponsored a complete community 
survey of the recreational facilities provided for children, which re- 
sulted in cooperative efforts being made by many of the com- 
munity’s agencies to establish more adequate recreational facilities 
for children in their out-of-school hours. One college takes its 
student body on a field trip to a large city ninety miles from the 
campus, in order to acquaint students with the type of social serv- 
ice resources which they can use or help to develop when they 
later are members of teaching staffs. Some student groups in teach- 
er-training institutions have increased their own understanding and 
made important contributions to the teachers of the school dis- 
trict by compiling a resource file and distributing a summary of the 
social service agencies within a county with which the school can 
cooperate. Names of personnel in the various organizations who 
may be contacted are also included. In some communities, similar 
compilations have been made by other organizations, such as the 
League of Women Voters. Teachers in one county, through spon- 
sorship of a teachers association, assembled such information. 


2 The State University Teachers College at New Paltz, New York. 
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It should be noted in this connection that the personnel of social 
agencies are not always willing to share confidential information 
about a child or his family with teachers because teachers are not 
always believed to be able to handle the information confidentially. 
Unfortunately, this mistrust has sometimes arisen from just cause. 
But, on the other hand, the growing recognition of teaching as a 
profession and of teachers as professional people has pointed up 
the need to train teachers to guard confidential information so that 
they may be trusted with it. Experience in sharing confidential in- 
formation and in learning how to handle it has today become a 
part of the preservice and in-service education of an increasing num- 
ber of teachers, and many college staffs are continuously exploring 
ways of working with prospective teachers in such a manner that 
they will become increasingly more professional in using informa- 
tion about a given child. 

Communities also differ greatly in what is considered permissible 
in regard to cooperative relationships between various organizations 
and agencies. In a number of communities, for example, the child 
guidance clinics may not accept referrals from the school. In these 
communities the referrals may be made only by parents, and re- 
ports on the examination and diagnosis of the child’s case may be 
sent only to parents. The parents, in turn, make the decision as to 
whether the report is to be shared by them with the school. In 
other communities the referral must come from the school, and a 
parent may apply for the help of the clinic only upon the recom- 
mendation of the school. The report may or may not then be sent 
by the clinic directly to the school. 

Despite the mistrust that unfortunately exists in some communi- 
ties between the school and other agencies of society, and despite 
the limitations placed upon the sharing of the case records by 
various agencies, the best services to children result from the co- 
ordinated efforts of the various agencies of society. School per- 
sonnel should be encouraged to explore and improve ways of work- 
ing with these agencies. Agencies whose work with individuals is 
often related to that of the school and from which the school may 
receive and to which it may give valuable assistance in planning for 
children and youth are discussed in this section. 

Public Welfare Agencies. The Department of Public Wel- 
fare, Aid to Dependent Children, and the Bureau of Old Age 
Assistance, to mention only three of the public welfare agencies 
supported by city, state and federal governments, provide definite 
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resources to which the school may turn in gathering information 
about specific children enrolled in the school. The case records of 
a destitute family such as Carol Sue’s, to whom grants of aid had 
been made for a number of years, were filled with clues concerning 
this child’s approach to life and the numerous adjustments she and 
her family had had to make in the same years her teachers were 
trying to find ways of encouraging her to become more cooperative 
in the classroom. It was not until a teacher in the school who was 
enrolled as a graduate student in a nearby college used Carol Sue’s 
case in his study of retarded children and sought the help of the 
public welfare agency which had worked with the family, that the 
volumes of records became known to any of the school personnel 
who had worked with Carol Sue through the years. The family had 
received considerable help in meeting problems relating to lacks in 
medical and health care, in clothing, in spending money, in financ- 
ing of haircuts and in helping the father get back on his feet on 
numerous occasions. ‘he caseworkers’ records of visits to the home, 
including anecdotal aécounts of Carol Sue’s comments, had impor- 
tant implications for anyone who was interested in learning how 
Carol Sue was feeling about what was happening to her in school. 
A worker from the agency agreed to meet with the school staff and 
discussed with the group many of the possible interpretations of the 
situations reported in the records. ‘The detailed and careful case 
records which are prepared in situations of this kind afford many 
clues that might help a teacher better understand and plan for a 
sensitive child like Carol Sue. 

It should be noted that it is not safe to assume that a child will 
necessarily have difficulty in personality adjustments because the 
family is needy and is receiving public aid. But, if a child is hav- 
ing difficulties in making satisfactory adjustments in his school en- 
vironment, the fact that his family may be receiving public aid, and 
the way in which such aid is given or received, may be closely 
associated with the child’s inability to cope with relationships in 
his classroom. Knowledge of the situation by the school and the 
help of an understanding social worker may prevent many prob- 
lems of maladjustment from developing or may facilitate the sym- 
pathetic handling of those that do arise. 

Practically all our states are participating in a plan whereby the 
mother and the children who are under the age of sixteen are 
taken care of when the father of the family is dead or incapacitated. 
When a child is genuinely interested in attending school, as Johnny 
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was, he may be supported through Aid to Dependent Children until 
he is eighteen. ‘The family is often given help in budgeting allow- 
ances and great concern is felt by the agency for the emotional and 
social development of the child. Just making it financially possible 
for Jolinny to come to school is not enough; it is important for 
the agency to work with the school personnel to help them develop 
deeper understanding of Johnny and to learn how best to guide 
him. The case records of his family, as well as those of other children 
receiving such aid, include revealing information that a teacher 
might use in attempting to put together the picture puzzle that 
comprises the personality of the child in question. 

Certain records from the Bureau of Old Age Assistance may also 
be important to the school. Often the presence of one or both 
grandparents in the home increases the complexity of family liv- 
ing and may cause problems for children. In certain cases the 
Bureau of Old Age Assistance may have background information 
which will make it easier for teachers to help the children involved 
gain recognition and security in the school situation. 

Public Health Agencies. The school has typically worked more 
closely with public health agencies than it has with some of the 
other agencies of the community. ‘The public health nurse in some 
communities carries the dual role of “school nurse” and “com- 
munity nurse,” and the school has long worked with public health 
officials in promoting good physical health. Increasing efforts are 
now being made by the public health agencies to encourage good 
mental health and to provide clinical services for both physical and 
emotional problems. It has been recognized that physical and 
emotional problems are often closely related. ‘Ihe progress of the 
physically ill person may be blocked because of the state of his 
emotional health; and similarly, good mental health may markedly 
contribute to the progress an individual is making in raising the 
level of his physical health. ‘The public health agencies have seen 
the school as a natural ally in their attempts to encourage better 
physical and mental health. ‘The public health nurse, too, has come 
more and more to work with the school in helping its personnel 
understand the factors involved in a child’s life and that of his 
family which affect health. Since both teachers and public health 
officers appreciate how necessary to a child’s progress in school is his 
physical and mental health and that of his family members, they 
usually welcome help from each other in solving health problems. 

It is the public health nurse, also, who may facilitate a closer re- 
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lationship between the school and the home. Often it is she who 
may be able to arrange an easy entry for a member of the organized 
guidance staff or for the teacher to visit in the home. She may be 
able to prepare the visitor for the situation he will find in the home, 
and to prepare the parent for the visit from the school. The case- 
work staff in a city hospital, also, may be able to help a school un- 
derstand the physical and emotional problems of a child or his 
family when hospital care has been needed by that family. 

Child Placing Agencies. Increasing effort has been made during 
the past quarter of a century to reduce the number of dependent 
children living in large institutional setups and to locate foster and 
adoptive homes where these children not only may receive physical 
care but find substitute parents and family life. These children be- 
come members of schools in the communities in which their sub- 
stitute parents live. As might be expected, studies indicate that 
many of these foster and adopted children do have serious problems 
of adjustment in school. For this reason it is important for a school 
staff to develop clearér understanding of the problems involved in 
helping these children and to work with their substitute parents 
long after the child placing agencies have terminated their contacts 
with the homes. 

In some schools representatives of child placing agencies work- 
ing with parents in a given community have been invited to meet 
with the school staff members to help them understand the subtle 
problems of adjustment that exist in the relationships between 
foster and adopted children and their substitute parents, and be- 
tween these children and their peers. Although the modern school 
attempts to work closely with the parents of all the children, the 
uncertain status of a foster parent and the overanxiety of an adopted 
child may present problems of how best to gain parent coopera- 
tion. The child placing agencies generally have on their staffs well- 
trained social workers, psychologists and often psychiatrists. ‘These 
specialists can provide resource help for a school staff so that they 
in turn can work most constructively with foster parents and gain 
their support and help in providing the best possible educational 
opportunity for the children. There are certainly benefits when 
two way communication exists between the school and the child 
placing agencies of the community. 

Mental Hygiene Committees and Clinics. Under the auspices 
of county, city and state mental hygiene committees and bureaus, 
mental hygiene clinics are available in many states. Some of these 
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clinics are stationary; others might be classified under the general 
head of “roving clinics,” since the staff of the clinic travels at regu- 
lar intervals to various parts of the state or county. Some of these 
mental hygiene clinics have time and opportunity to make ade- 
quate diagnoses of the problems of the children referred to them, 
to counsel both the children and their parents, and then to inter- 
pret to the school staff possible ways in which a given child might 
be better able to make an adjustment in a particular school situa- 
tion. 

Typically, however, these clinics, whether they are stationary or 
roving, are understaffed and although the clinicians try to take 
care of as many referrals as possible, in many cases there is little 
time for more than diagnosis. If the school staff members do not 
understand the limitations within which a given mental hygiene 
clinic seems forced to operate, they may feel dissatisfied when 
they receive from the clinic little more than a diagnostic summary 
of an individual child’s problems—a diagnosis that may not differ 
markedly from that made by the school staff. It is clear that the 
school is often seeking more specific suggestions concerning the 
school’s relationship to the child than the staff of the mental 
hygiene clinic seems willing or able to give. Under pressure of 
time, the clinic, in turn, may feel that if its suggestions are couched 
in any but general terms, misunderstandings may result or com- 
ments may be threatening to the school and thus result in little 
help to the individual child. Such problems of relationship usually 
develop from failures in understanding. 

If the staff of the clinic and the staff of the school with which 
it works can arrange periodic opportunities for face to face con- 
ferences where information may be pooled and procedures coop- 
eratively formulated, time will be saved in the long run and the 
children concerned will receive more helpful guidance. Relations 
limited to referral blanks and written diagnoses can never develop 
the quality of cooperation needed to motivate all concerned to 
work persistently to help boys and girls with the difficult adjust- 
ment problems they may face. 

One state-wide mental hygiene committee provided in recent 
years a series of mental health conferences for the administrators 
of public schools in various areas of the state. ‘The group therapy 
sessions which characterized the conferences resulted in planning 
for better working relationships in the schools represented by these 
administrators, and clearer understanding of both teachers’ and 
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children’s reactions and feelings. One teacher who received from 
a roving clinic valuable help for a child in her group commented 
on the fact that contacts with clinics of this type actually improved 
the mental health of teachers; another teacher noted that many 
teachers would welcome some help from such clinics on the per- 
sonal problems the teachers face. 

In addition to the assistance given in individual cases, many 
mental hygiene clinics provide without cost, or at very small 
charge, helpful publications, films, and speakers or discussion lead- 
ers for group mectings. Such services also assist teachers and 
parents to better understand the emotional needs of their children. 

Private Welfare Agencies. ‘he private welfare agencies—com- 
monly supported by the Community Chest—and the services sup- 
ported by various religious organizations offer important sources 
of assistance supplemental to that provided through the public 
welfare agencies in the community. Agencies such as Family 
Service and the Salvation Army are often able to step into difficult 
family situations involving both the financial expenditure and the 
time of trained guidance personnel which would not be permitted 
under the laws governing a public agency. School personnel attest 
to the fact that assistance has frequently come from such an 
agency in helping straighten out marital difficulties and unfortunate 
parent-child relations, both of which situations were influencing 
the adjustment of the children involved. Such agencies can help 
in the location of foster and nursing homes and find nursing aid 
when a family crisis demands immediate help. They are often 
flexible enough in policy to finance the correction of phy sical handi- 
caps which may be producing definite blocks to the adjustment 
of the child in question. 

Jerry, for example, who was failing in all his high school sub- 
jects, and threatening to quit school as soon as he reached the 
age of fifteen, was fortunate that a group of teachers in his school 
were searching for ways to help him. ‘They suspected that Jerry’s 
difficulty in social relations with his agemates was closely related 


to his feelings about a visual handicap involving a facial disfigure- 


ment. A private agency was located that financed an operation, 
hospitalization, procurement of an artificial eye, and subsequent 
counseling for Jerry. The final results in Jerry’s readier acceptance 
by his peers and in better use of his potentialities warranted the 
effort expended. In this case, without the agency and the prior 
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knowledge of where to turn for assistance, Jerry’s teachers might 
have been powerless to help him. 

Such also might have been the case in respect to Mary, whose 
mother was called to school to discuss certain problems relating to 
Mary’s attitude and achievement. The conference with the mother 
revealed the fact that Mary’s chief difficulty probably lay in the 
general relationships in the home, and particularly in the lack 
of acceptance of the girl by her father and his expressed favoritism 
for a younger child in the family. ‘Through the help of one of her 
teachers, the services of a private agency were provided for Mary’s 
family. With the assistance of this casework agency working in 
cooperation with the teachers, Mary’s whole outlook on life be- 
came more wholesome and optimistic. 

Peter’s problems seemed to stem from worry about his father’s 
unhappiness and depression. ‘The psychiatric help provided through 
Family Service for his father was probably more effective in re- 
lieving Peter’s worries than would have been direct counseling 
of the boy. 

The problems of Jerry, Mary and Peter illustrate what teachers 
and counselors have long recognized—that the child brings his 
home problems with him to school. ‘The child, of course, is all of 
one piece, even though he spends part of his day in school, part 
at home and part in association with various organized and spon- 
taneous groups in the community. Since this is true, cooperation 
on the part of all who share in the child’s guidance and in that 
of his family is of utmost importance. Certainly, the agencies 
which are working with families of children in a given school 
system may provide the school with important clues to an under- 
standing of a child’s real interests and drives. Their valuable help 
should be sought by school administrators and teachers. 

Private Counseling and Psychiatric Help. A private counselor 
or psychiatrist who is working in therapy with some school child 
or youth may give valuable consultative help to personnel of the 
school. The counselor or psychiatrist, however, may prefer to work 
independently of the school and to use the child’s reactions in 
a school situation that is relatively unchanged during the period 
of therapy as a barometer of the child’s mental health. He may, 
however, do as the psychiatrist did in the case of Jack, a boy in 
the junior high school of a large public school system. Jack’s 
psychiatrist and parents felt that the boy would benefit from in- 
creased understanding of his problems by his teachers and the 
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supporting help it seemed likely they might be able to give him 
at school when they understood the situation. With the encour- 
agement of the principal, the psychiatrist met several times with 
the junior high school staff. ‘The teachers expressed the feeling 
that their increased understanding of the boy’s situation made it 
easier for them to accept his inconsistent behavior and to help him 
gain acceptance in his peer society. 

Help from private counselors and psychiatrists is far less available 
to school personnel than is help from members of social agencies, 
mental hygiene clinics and other social services where the team 
approach is emphasized. The help of private counselors and psy- 
chiatrists should be utilized, however, where it is available and 
where teachers seem to have the readiness to work in such a rela- 
tionship. 

Group Work Agencies for Recreation and Character Building. 
Community organizations such as the boy and girl scouts, the 
churches, K. of C.. YMCA, YWCA, YMHA, YWHA, community 
youth centers and 4-H Clubs, to mention only a few, are working 
with schools in various ways. More and more, leaders in these or- 
ganizations are becoming interested in enrolling in extension courses 
of colleges and universities in order to acquaint themselves with 
recent findings in the area of human growth and development 
and to learn how they can better use their leadership to help 
boys and girls with the problems they face. In some cases they 
are working in classes with teachers of the community and are 
coming to see the mutual benefit derived through the close rela- 
tionship of a community organization and the schools. 

There are various ways in which the school might work coop- 
eratively with character building organizations of the community. 
A youngster, for example, who seems to be at loose ends after 
school hours and who needs associations with a peer group may be 
encouraged by his teacher to join a boy scout troop in his neigh- 
borhood. The approach may be made to the parents and their 
cooperation enlisted in getting the child interested in joining the 
organization, or it might be made as a suggestion directly to the 
child. A third approach, which is used far too infrequently by 
teachers, is to consult directly with the den mother, the scout- 
master or the Gra-Y leader of the group of youngsters who come 
from the neighborhood and to indicate that an invitation from one 
of the boys might encourage the youngster to join in their activities. 
In such a conference the teacher has an opportunity to give the 
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leader some of the background of the chief interests of the boy 
through which he might become encouraged to take part in the 
activities of the troop or club. He can also indicate some of the 
problems faced by the youngster which wholesome association 
with his peers might alleviate. 

A child who lives in a rural area might be helped by a classroom 
teacher to participate in 4-H Club work as a means of giving him 
new interests, of socializing him, and of encouraging activities 
which will bring the family together in constructive cooperative 
pursuits. Some children need opportunities for building feelings 
of competence which they have difficulty in achieving in a school 
program oriented around academic subject matter areas. Partici- 
pation in the activities of such organizations as 4-H Clubs, Scouts, 
YWCA, YMCA, YMHA, and YWHA might provide these young 
people pleasurable work at tasks along the lines of their major 
interests. 

It should be pointed out, also, that in communities where the 
leaders of civic or religious organizations working with the youth 
of the community are especially effective, the school staff can often 
learn a good deal from them about the reactions of individual 
children and can work with these organizations in planning for 
these children. Elizabeth, for example, was a child who met almost 
continual failure in her later elementary and beginning high school 
situations. ‘The repeated conferences which her mother had with 
the school personnel resulted in little change in Elizabeth’s negative 
attitudes and her sullen withdrawal every time she was faced with 
difficult problems and disappointments. It was through the com- 
bined efforts of her mother and her teacher that Elizabeth finally 
became interested in the activities of a church in her community, 
particularly in the choir and the Sunday evening club of young 
people. The director of religious education at the church brought 
to the attention of the school personnel certain leadership qualities 
that the girl had shown as chairman of a refreshments committee 
for one of the functions, and discussed situations in which Fliz- 
abeth seemed able “to come out of her shell” and relate herself to 
the activities of the group, even carrying responsibility for some 
of these activities. ‘he church worker reported from time to time 
certain changes that appeared to be developing in the girl’s re- 
actions to her school and her family problems, and her growing 
ability to meet these problems without noticeable frustration. 
The school personnel, in turn, made certain suggestions that 
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helped the worker utilize still further the girl’s interest in the area 
of home economics. Examples similar to this could be greatly 
multiplied to show that both guidance and instruction are more 
effective when teachers pool information and ideas about a child 
with his pastor, his Sunday school teacher, his scoutmaster or his 
community center leader. 

A teacher who is aware of strong feelings of prejudice within a 
given group of children may call upon organizations such as the 
boy and girl scouts, the YMCA and YWCA, or the YMHA and 
YWHA to assist him in the job of improving relationships, since 
the programs of these organizations lend themselves to work in 
this area. ‘The scoutmaster and a seventh grade teacher in one com- 
munity worked closely together to bring experiences into both the 
school and scouting situations that would heighten interest in the 
contributions of various national groups to the development of 
American democracy and to diminishing the feelings of racial and 
religious prejudices. When, in the following year, an eighth grade 
Negro boy was elected student council president in a school attend- 
ed predominantly by white children, the results of the combined 
efforts of the school and a community organization were seen. 

Service Clubs and Other Community Groups. Community 
service groups such as the Big Brother and Big Sister organizations 
may serve an important function which it is difficult for the school 
to discharge in working with predelinquent youngsters or with 
those who have returned from a period in a “corrective” institution. 
Members of these organizations may meet the need of a child for 
a satisfying relationship with an adult. ‘The workers usually do not 
profess to be especially skilled in the counseling area, but offer 
something vital to the child’s security as he seeks to re-establish 
his relationships with his peers and to strengthen his self-esteem. 
A child’s Big Brother may take him to a baseball game, go riding 
or swimming with him, or in other ways be a trusted friend. A 
child who comes back to a community after a period of institu- 
tionalization may find it hard to accept the attitudes of the com- 
munity members. Unfortunately, even some teachers may be overly 
suspicious of a child’s conduct if he has been in trouble with the 
law on a former occasion. ‘The Big Brother and Big Sister organiza- 
tions help such a youngster weather possible initial rebuffs until 
he gains assurance that he can make his way and that society is 
willing to take him back. Often such an individual has greater 
need for this person-to-person acceptance than for skilled therapy. 
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Though the services may operate under different names in different 
communities, the Big Brother and Big Sister organizations repre- 
sent a growing movement and one which should be used as an 
ally by teachers in their efforts to help certain boys and girls. 

The nationwide Optimist Club is another community organiza- 
tion interested in helping children and youth prior to and after 
delinquency. It provides services which are definitely supplemental 
to the authoritarian relationship of a parole setup. Schools have 
only begun to skim the surface in securing the benefits they could 
receive from closer relationships with organizations of this kind. 

The Kiwanis Club, Rotary Club, Lions Club, Elks Club and 
various farmers’ fraternal groups are organizations which are fre- 
quently vitally interested in helping the children of the com- 
munity. An interested teacher or other member of the school staff 
can often enlist their help for certain children. It is wise for the 
school to investigate the field of service in which the local organ- 
ization is particularly interested. For example, one such organiza- 
tion may sponsor an eye clinic at the local hospital; another may 
provide funds for glasses for children who need them and cannot 
procure them by other means. One such organization sponsors a 
program to provide dental care for children who are not receiving 
it; another provides hearing aids for some children and youth with 
auditory defects. Another organization is noted for its great in- 
terest in helping the physically handicapped child. Schools have 
often enlisted the help of this organization to provide facilities 
and teaching personnel for bedridden children and children need- 
ing isolation from group activities. One organization has, on an 
experimental basis, paid the salary of a guidance counselor for the 
school and encouraged greater understanding of the mental health 
needs of school children. 

As has been noted in preceding sections, the extent of the rela- 
tionship between the school and other agencies of a community 
differs widely from community to community. In most communi- 
ties it is safe to say that cooperative efforts in behalf of children 
should be greatly enlarged. If the school staff were better ac- 
quainted with the resources for child guidance within its area, 
the give and take between the organizations of the community 
and the school would bring rich benefits to many children for 
whom services are now uncoordinated, overlapping or inadequate. 
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Acquainting Teachers with Available Services 


Throughout this chapter attention has been directed to ways 
in which school personnel may work with other casework and 
character building agencies in the community for the more com- 
prehensive guidance of children and youth. ‘The intent has been 
(a) to suggest areas of team possibilities, rather than a complete 
list of resources, and (b) to encourage teachers and other school 
personnel to explore all areas of possible relationship with existing 
community organizations within an accessible radius of the school 
and to acquaint one another with the results of the exploration. 


Guidance Bureaus. In a number of school systems, organized 
bureaus of child guidance have worked out plans for orienting 
new teachers to the services of the bureau and the relationships 
which the bureau has established with the other organizations of 
the community. The teacher learns early that he will be brought 
into the staff conferences and have opportunity to meet and work 
with other members of the community. In one of these communi- 
ties student-teachers who are working in the schools participate 
under the direction of the bureau of child guidance in a survey of 
the community resources. 


State Departments of Education. Departments of public in- 
struction on the state level often provide schools with information 
concerning the social service resources available to teachers of the 
state and ways in which the services between agencies and schools 
are already being coordinated. School personnel can make inquiry 
of their state education departments for help of this kind. 


County and Regional Surveys. In many states and counties 
teachers’ organizations and other interested groups are surveying 
the total community resources for the guidance of children and 
youth and are making the results available to all teachers. The 
teachers of Nassau and Suffolk Counties, in New York State, for 
example, a few years ago collaborated on such a survey. The League 
of Women Voters in another community of that state is at present 
working on such a compilation. In some schools a resource file is 
available in the principal’s office. In large communities, a directory 
of social services may be available. An agency such as the Child 
Welfare League of America is also helpful to school personnel in 
locating directories and in giving suggestions for beginning steps 
that might be taken by a group interested in making a survey. 
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Help from Teacher Education Institutions. Courses offered in 
many teacher education institutions give experience in learning the 
existence of and possible coordination with the school of casework 
and character building agencies within the community. As has been 
noted, prospective teachers and those already in service are being 
trained by college staffs who are becoming increasingly aware of 
the advantages that accrue to children and youth when the re- 
sources of a given community are tapped for better guidance of 
youth. Indicative of the importance attached to training teachers 
to understand and work with community groups are evaluation 
schedules used in the accrediting process of the American Associa- 
tion of Colleges for ‘Teacher Education.’ Each faculty member in 
a teachers college undergoing evaluation is asked to respond to the 
following: 

In what community and civic groups do you regularly take part? 

What resources and problems of the community do you use in 
your own work with students? 

Course titles in college catalogues and announcements of special 
summer programs for teachers and other community members 
indicate growing awareness of the benefits derived when the school 
and other community agencies work together in guiding children 
and youth through the complexities of modern society and into 
responsible adulthood. 


This chapter has indicated some of the important resources out- 
side the school to which teachers may look for assistance in the 
guidance of boys and girls. The authors of the yearbook feel that 
teachers should be given encouragement to explore and improve 
the means of communication between the school and other agencies 
of society such as public welfare agencies, public health agencies, 
child placing agencies, mental hygiene committees, private welfare 
agencies, group work agencies for recreation and character build- 
ing, and the various service clubs of a given or nearby community. 
Although communities differ widely in the extent to which the 
staffs of agencies in the community are available for help to the 
school, and in the extent to which their services may be coordinated 
with those of the school, there is a growing awareness that children 
and youth benefit when the personnel of all the agencies of society 
trust one another and learn to work together. 


8 American Association of Colleges for Teacher Education. AACTE Evaluation 
Schedule. “Standard II1]—The Preparation of the Faculty.” Oneonta, N. Y.: the 
Association, a department of the National Education Association. 
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CHAPTER XI 


Guiding Through 
Teaching 


S TEACHERS and parents look at themselves and at each 
other, they are probably impressed, as are the authors of this 
yearbook, with how far we fall short of the kind of people we are 
striving to become; and how far society falls short of what together 
we are striving to make it. The complex problems which we adults 
face today in our homes, in our neighborhoods, in the nation and 
in world affairs frequently find us baffled and confused. We often 
lack the singleness of purpose, the breadth of understanding, the 
calmness of spirit and the organization of effort needed to find 
solutions to our difficulties in ways that bring both to us and to 
those with whom we associate genuine and enduring happiness. 
That children and young people face, and will continue to face, at 
least as complex a world as ours, goes without saying. Our hope is 
that they will approach their world and the problems and choices 
it poses with more wisdom and courage and constancy of purpose 
than their parents and teachers typically display. 

This yearbook is an attempt to implement this hope; to show 
how the development of a sturdy, democratic citizenry can be more 
fully attained. Such a goal will be realized, however, only as parents 
and teachers—the adults whose influence upon growing boys and 
girls is most pervasive and enduring—accept greater responsibility 
and achieve greater skill in guiding children along wholesome lines 
of social, physical and mental development. 

In this volume discussion has centered primarily upon the guid- 
ance role of the teacher in assisting individual boys and girls, each 
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with his unique pattern of personal characteristics, to develop fully 
and effectively. 

The first section of the yearbook presents a contrast between 
a school situation in which guidance is considered a special service 
largely divorced from instruction, and one in which instruction is 
inseparable from guidance. ‘The case is made for the second of these 
alternatives. Some of the things that teachers must know, believe 
and do in order that guidance may be integrated with classroom 
teaching are then discussed. ‘The point of view presented in this 
introduction is, in brief, that any curriculum planned prior to the 
teacher’s acquaintance with the individual children who should 
profit from it, must be continuously replanned with reference to 
the needs of each child and to his special pattern of strengths and 
weaknesses. 

The teacher is acting in his guidance capacity when he attempts 
to learn about the various social, emotional, physical and intel- 
lectual factors in the personality of a child which make him what 
he is, and when he uses this growing background of understanding 
to adjust both the content and the methods of his teaching to 
harmonize with the child’s level of readiness. He is performing 
his role as instructor when, through understanding each pupil, he 
finds the particular ways in which the child’s interest may be kindled 
and his cooperation gained for learning the things which society 
demands. ‘Thus the teacher who guides as he teaches has a greater 
chance of finding a congenial reception for that which he is attempt- 
ing to teach. Because such a teacher appreciates each pupil as a 
human being and knows something of his thoughts and feelings 
and of the problems he is struggling to resolve, the chances are 
that each child will actually learn better the academic work which 
we typically associate with the instructional program. In addition, 
and perhaps of even greater importance, he will be gaining, through 
daily association with a teacher who respects him and cares what 
happens to him, basic confidence in himself and growing capacity 
to manage his own life. 

In the second part of the yearbook the authors have discussed 
how teachers who integrate guidance with their classroom teaching 
go about the task of determining objectives, of selecting learning 
activities and of supporting and reinforcing one another’s efforts 
in the process of guiding learning. The authors demonstrate that 
whether or not a teacher believes that one of his important func- 
tions is the guidance of individual boys and girls makes a difference 
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in the way he approaches the whole job of teaching. A teacher who 
views his instruction as inseparable from guidance is concerned 
that the needs of children and youth be adequately met. He there- 
fore investigates the major sources of human need—contemporary 
society and the learners themselves—to identify learning objectives. 
He also utilizes the studies of subject matter specialists as another 
approach to the discovery of desirable outcomes of learning. He 
then translates broad and general objectives into classroom learn- 
ing goals and thence into goals for individual boys and girls. This 
process assumes a knowledge of developmental sequences and of 
all the other factors related to readiness. 

Similarly, the selection of learning activities to help pupils gain 
the desired goals implies the basic understanding mentioned above, 
and especially requires application of the best that we know about 
how learning takes place. In the first part of Chapter IV some of 
the important principles of learning are interpreted to show their 
relationship to the objectives of guidance as well as instruction. 
This is followed by some practical suggestions for enriching learn- 
ing opportunities for boys and girls and for varying learning require- 
ments to harmonize with what may well be expected of each pupil 
in the light of his capacities and of his total personal adjustment. 

The problem of evaluating learning experiences is not dealt with 
separately but runs as a continuous thread throughout the year- 
book. One of the major objectives of guidance is to help boys and 
gitls become progressively self-understanding and self-directive. ‘To 
achieve this goal, pupils must be involved in every aspect of the 
learning process. ‘hey must participate in the selection of objec- 
tives, they must participate in choosing among alternative courses 
of action those which seem most appropriate to advance them 
toward their goals, and they must then actively share in analyzing 
and examining how well or poorly they are progressing. ‘The kinds 
of evaluation which substitute teacher judgment for pupil self- 
analysis, or which misdirect the energies of the learner from a real 
to a false objective, unfit the developing citizen for handling present 
and future problems concerning which the school can give no direct 
help. ‘The teacher who integrates guidance with his classroom 
teaching, therefore, provides many learning opportunities which 
encourage children to understand clearly what they are trying to 
accomplish, to consider the progress they seem to be making, and 
to weigh and balance the various methods of work which appear 
to be holding them back or facilitating their learning. 
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The final chapter in this section presents a clear argument for 
a coordinated program of guidance services and for a school cur- 
riculum organized to bring both meaning and richness to learning 
experiences. Especially it urges closer teamwork among all members 
of the school staff. A teacher who integrates guidance with his 
classroom teaching appreciates the breadth of his opportunities 
not only to guide boys and girls to learn those things which are 
definitely related to his subject matter area, but to reinforce the 
learning of certain facts, skills and attitudes for which other subject 
specialists may have primary responsibility. A school situation in 
which each teacher understands what all the other teachers are 
attempting to accomplish in their teaching, and in which each 
consciously tries to help all the other teachers gain their objectives, 
is one in which pupil learning is both rich and efficient. Only as 
teachers share their perceptions regarding the needs of youth and 
appreciate that some needs require concerted effort on the part of 
all teachers will they be discharging their guidance responsibilities 
and effectively relating guidance and teaching. 


Fortunately for the teacher, there are various resources available 
to him in carrying the dual responsibility of guiding and teaching. 
In Part Three of the yearbook five categories of such resources are 
considered in some detail. Counselors and other guidance specialists 
constitute one of these resources, and their role as helpers to 
teachers is discussed in some detail. Although such specialists have 
important services to render directly to certain boys and girls, one 
of their most important functions is to assist teachers to become 
more skilful in understanding child behavior and in guiding the 
development of all boys and girls along wholesome lines. To the 
degree that counselors can help teachers learn how to appraise and 
meet the needs of each of the many boys and girls whose problems 
represent the typical range of developmental tasks, these teachers 
will be influential in preventing serious adjustment problems from 
developing. If counselors can also help teachers learn to identify 
pupils who need the service of guidance specialists and, after 
referral, to work in close cooperation with these specialists in the 
follow-up phases of the pupil’s readjustment, the process of rehabili- 
tation will be greatly facilitated. When instruction is considered 
inseparable from guidance, therefore, the guidance specialists serve 
the teachers. They make easily available the data needed to under- 
stand individual pupils; they coordinate the efforts of teachers to 
help a given child; they advise with teachers on useful methods of 
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child study and adjustment; and, in general, they try to relieve 
teachers of unnecessary clerical and administrative detail. 

Supervisors and administrators represent a second resource. ‘They 
can do much to assist and support the teacher who considers indi- 
vidual boys and girls and tries to give each an appropriate and 
balanced educational diet. The equipment which is purchased; the 
time schedules which are set up; the policies which are established 
relating to such things as course offerings, school clubs and pupil 
control; plus the ways in which scores of other administrative and 
supervisory responsibilities are discharged, have the effect either of 
helping or hindering the classroom teacher in what he is trying to 
do for children. Wise administrators and supervisors, therefore, 
consult and plan with their teachers so that whatever expenditures 
are made or policies formulated will clearly redound to the whole- 
some growth of the boys and girls for whom the school exists. 

The discussion of the role of guidance specialists as resource per- 
sons and the role of the supervisor and administrator stresses the 
importance of genuine appreciation and consideration in the per- 
sonal relationships of all those involved in the education of the 
pupils. Where hierarchies exist and department heads, counselors 
or principals rely on the prestige of position for their security, 
staff morale is bound to be low and teachers cannot feel psycho- 
logically free to accept children as worthy of their trust and help. 
On the other hand, in staff situations in which counselors, super- 
visors and administrators are keenly appreciative of the efforts of 
teachers and respect them for their good will and for the sincerity 
and value of their ideas, the psychological groundwork exists for 
making instruction inseparable from guidance. In these situations 
of mutual trust, teachers do not fear supervision but freely seek 
and use whatever special staff services may contribute to their grow- 
ing competence in guiding the development of their pupils. 

To integrate guidance with instruction it is important for the 
teacher to know how each pupil has been developing over the 
years, as well as what factors are influencing his present adjustment. 
To gather extensive information of these kinds would be impossible 
for a teacher without access to a good cumulative record. Even 
with a good record, organized to provide a developmental picture 
of a child and to highlight the growing edge of his personality, 
it takes considerable skill to interpret recorded data and to select 
and record significant items of current behavior. In Chapter VIII 
the development and use of the cumulative record as a guidance 








222 GUIDANCE IN ‘THE CURRICULUM 


tool are discussed in considerable detail. ‘The chapter is rich in 
illustration, especially with reference to the kinds of descriptive 
data which help in understanding the child’s total personality 
organization. 

As reflected in this discussion, the yearbook authors believe that 
it takes many kinds of information about a child, gathered over a 
considerable period of time, to begin to perceive him as a whole 
person and to understand his basic motivation. For a teacher to 
attempt a program of action in behalf of a child on the basis of 
limited data, or with certain items of data too heavily weighted, 
is as dangerous to personal adjustment as for a physician to prescribe 
without a thorough diagnosis. A good cumulative record provides 
a valuable point of departure for making an adequate analysis of 
the problems of individual children. Some of the ways in which 
counselors can best serve teachers are to work with them in the 
development of a well-organized record form, to assist in keeping 
records up-to-date and readily available, and to help all teachers 
become increasingly proficient in interpreting and using recorded 
data in a professional manner. 

There are many resources within the school and its staff for 
helping teachers carry the combined functions of guidance and 
instruction, but there are also people outside the school who have 
important contributions to make to the teacher’s competence in 
these areas. In the chapter entitled “Parents as Partners” a strong 
case is presented for making the education of children a genuine 
cooperative venture between parents and teachers. ‘Teachers can 
learn a great deal from parents if they have opportunities to talk 
with them and to visit them in their homes. What parents say in 
these face to face relations about themselves and their children 
often reveals to the insightful teacher their preoccupations, their 
standards of value, their methods of child control and the various 
subtle parental attitudes which affect the basic security of children. 
Such data are invaluable in helping the teacher approach in an 
enlightened manner the developmental problems of the children 
concerned. Moreover, the specific suggestions which the parents of 
a child give the teacher for his guidance at school are often as valid 
and helpful as any which the teacher may make to the parents for 
the child’s guidance at home. In their contacts with parents, there- 
fore, teachers should be good listeners and learners, and should 
fully appreciate that there is no one better situated to understand 
a child than his mother or father. It is the contention of the au- 
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thors of this yearbook that only as opportunities are available for 
parents and teachers to pool their insights and exchange their ideas 
will the children concerned be guided and instructed in ways most 
beneficial to them. 

Part Three closes with a discussion of a resource area which has 
been relatively untapped by most teachers. ‘There are many agencies 
in the typical local or county-wide community which share with the 
school the guidance of boys and girls or which provide services to 
their families. Often these agencies have a kind of relationship with 
a child or his family which the school is not in a position to develop. 
They often understand the sources of some of the child’s problems 
better than anyone in the school, and are frequently staffed and 
financed to render services which the school cannot perform. In 
turn, the school can provide these agencies with background in- 
formation on the child’s school life which helps them view his 
problems with clearer perspective. ‘Teachers are likewise in a posi- 
tion to reinforce the efforts of welfare workers by assisting a child 
in school in harmony with procedures recommended by these 
workers. Yet in most communities, in spite of obvious opportuni- 
ties for mutual assistance, adequate communication between 
schools, churches, casework and group work agencies has not 
been developed. It is the belief of the authors that every effort 
should be made to develop more effective working relationships 
between these and other groups which are established to serve 
children. Chapter X gives much practical information regarding 
the types of services which each of a wide range of community 
groups is organized to give. ‘This should encourage teachers and 
other school personnel to assume greater initiative in promoting 
fuller exchange of information and help when it can better serve 
the interests of children. 


It is hoped that the point of view presented in this volume and 
the ideas discussed herein will appeal to classroom teachers as 
sound and reasonable. ‘The successful integration of guidance with 
classroom teaching requires skills of a high order. At present many 
teachers may feel personally unequipped or hampered by teaching 
conditions which seem to prevent them from fully attaining this 
goal. Because such integration holds great promise for the welfare 
of boys and girls, however, the authors hope that teachers will 
actively strive toward the goal of making teaching inseparable from 
guidance, in the firm belief that this is eminently worthy of ultimate 
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achievement. ‘They further hope that administrators, supervisors, 
counselors and all other curriculum and guidance specialists will 
be encouraged through reading this yearbook to discover ways of 
being more helpful to teachers. For, of all school personnel, the 
classroom teacher has the closest and most continuing relationship 
with boys and girls and, by virtue of this relationship, must assume 
the major role in their guidance. 
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feyville. Kentucky—Louisr Comps, St. Dept. of Ed., Frankfort; MELvin 
Norswortny, Fayette Co. Schs., Lexington. Louisiana—Mtrs. J. L. PEr- 
KINS, East Parish Sch. Bd., Baton Rouge. Maryland—Myrtie Eckuarnt, 
Co. Schs., Baltimore; Giapys 'T. Horxins, St. Dept. of Ed., Baltimore. 
Michigan—Tuerat ‘T’. Herrick, Pub. Schs., Kalamazoo; Atvin Lovine, 
Northrup School, River Rouge; Maun L. Price, Pub. Schs., Royal Oak; 
Eprra Roacu Snyper, Pub. Schs., Pontiac. Minnesota—Kart F. Nowte, 
Pub. Schs., Hibbing. Missouri—RayMonp A. Roserts, St. Dept. of Ed., 
Jefferson City. Nebraska—Leo P. Buackx, St. Dept. of Pub Instr., Lincoln. 
New Jersey—Mary E. Fercuson, Pub. Schs., Atlantic City; Cart Sats- 
BuRY, Pub. Schs., Milburn. New York—AprELawe W. Baker, Pub. Schs., 
Rome; Witu1AM Bristow, Bur. of Curr. Research, New York City; 
Marcetta R. LAwer, Teachers Coll. Columbia Univ., New York 
City; Ray W. Smiru, Pub. Schs., Buffalo; Lit1an Witcox, Board 
of Ed., Buffalo. North Carolina—Marcaret Fiintom, Pub. Schs., Char- 
lotte; H. ARNoipD Perry, Univ. of N. C., Chapel Hill; Mapetine Tripp, 
St. Dept. of Pub. Instr., Raleigh. Ohio—Arruur W. Fosuay, Ohio St. 
Univ., Columbus; Paut Kiour, Ohio St. Univ., Columbus; FANNIE JANE 
RAGLAND, Pub. Schs., Cincinnati; VERNA WALTERS, Kent St. Univ., Kent. 
Oklahoma—Jrss Hupson, Pub Schs., Tulsa. Pennsylvania—GERTRUDE 
Barser, Pub. Schs., Erie; Ere. McCormick, Pub. Schs., Allentown. 
Tennessee—J.F.Ricssy, Co. Schs., Lawrenceburg. Texas—JEwEL Askew, 
Pub. Schs., Houston; Susan CrurcurreLp, Pub. Schs., Galveston; Isu- 
MAEL Hitz, Pub. Schs., Lubbock; Marcarer Wasson, Highland Park 
Pub. Schs., Dallas. Virginia—Erra Branpt, Campbell Co. Schs., Rust- 
burg; ExizaBeru Evimore, Pub. Schs., Dinwiddie. Wisconsin—Mayo 
Brake, Co. Schs., Waukesha; Ipa Oarey, St. Dept. of Pub. Instr., 
Madison. New England Region (Connecticut, Maine, New Hamp- 
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shire, Rhode Island, Vermont, Massachusetts)—J. Epwarp Casey, 
Univ. of R. I., Kingston; J. BerNarp Everett, Newton Pub. Schs., New- 
tonville, Mass.; DonaLp Marroon, Willimantic St. Tchs. Coll., Willi- 
mantic, Conn.; KARLENE V. Russetx, St. Dept. of Ed., Barton, Vt. 
Northwest Region (Washington, Oregon, Montana, Idaho) —CuestER 
Bascock, Pub. Schs., Seattle, Wash.; NorMAN K. Hamutton, Pub. Schs., 
Portland, Ore.; ViviAN Jounson Western Wash. Coll. of Ed., Belling- 
ham, Wash.; Joun D. McAutay, Southern Ore., Coll. of Ed., Ashland, 
Ore. Rocky Mountain Tri-State (Colorado, Wyoming, New Mexico)— 
Vicror Hopper, Colo. Coll., Colorado Springs, Colo.; Vonpoee S. 
Pace, Pub. Schs., Sante Fe, N. M. 


ASCD Headquarters Staff 


Executive Secretary, Georce W. DeNneMark, 1201 Sixteenth St., N. W., 
Washington 6, D. C. 

Associate Secretary, Ropert R. Leeper, 1201 Sixteenth St., N. W., 
Washington 6, D. C. 

Associate Secretary, RopNey TititMan, 1201 Sixteenth St., N. W.,, 
Washington 6, D. C. 














